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CHAPT.ER I 
THE PROBLEM AND DEFINITIONS OF TERMS USED 
The National Education Association of the United 
States (hereafter called the Association) recently noted its 
one-hundredth birthday, having spent a century in the faith-
ful attempt "to elevate the character and advance the inter-
ests of the profession of teaching, and to promote the cause 
of popular education in the United States ••• ," as di-
rected in the Preamble to its Constitution of 1858.1 That 
this organization has been a most influential spokesman for 
American public education during the past century there can 
be no serious question; valued educational leaders like Zal-
mon Richards, G. Stanley Hall, w. T. Harris, and James 
Bryant Conant have given of their best efforts to serve it, 
and millions of teachers and administrators have partici-
pated in its deliberations and supported its actions. 
"· •• an enormous structure, a complicated mechan-
ism, an involved growth, and a perplexing cluster of func-
tions,"2 the Association has gathered together such a 
1National Teachers' Association, Journal of Pro-
ceedings: 1~58 (Albany: National Teachers' Association, 
1858), I>• 1 • 
2Edgar B. Wesley, NEA: The First Hundred Years (New 
York: Harper and Brothers~957T; p. 381. 
variety of enterprises as to make meaningful comprehensive 
statements of educational policy difficult. Such Depart-
ments as those of Lip-Reading, Kindergarten Instruction, or 
Industrial Arts indicate the diversity of its parts, while 
Committees entered into jointly with such groups as the 
American Legion and the National Congress of Parents and 
Teachers demonstrate the variety of its alliances. 
In the midst of so many conflicting interests the 
Association has nonetheless managed to state clear policies 
upon broad educational questions. This it has done through 
committees, councils, and commissions, duly constituted 
through the years, as the pressures of social and economic 
change made them imperative. 
I. THE PROBLEM 
Statement £! !a! problem. It has been the purpose of 
this study (1) to investigate the National Education Associ-
ation's attitudes toward music education during its hundred-
year history, as enunciated by committees, councils, and 
commissions whose official assignment has been to speak com-
prehensively on purposes and values in education; (2) to 
relate these attitudes to the Association's views on demo-
cratic education in general; and (3) to consider the impli-
cations of such attitudes and relationships for music educa-
tion. 
3 
Importance £! ~ study. The present report does not 
......... 
propose to deal with the views of professional music educa-
tors' organizations except as they may infrequently be con-
tributory to the work of Association groups like the Commis-
sion on Reorganization of Secondary Education. In short, a 
comprehensive rather than a specialized view is sought. 
Of course, it is clear that the Music Educators 
National Conference has spoken for music education within the 
larger structure of the Association since 1940, and that be-
fore that, fro.m 1884 to the 1920's, the parent organization 
had a Department of Music Education, which dealt with vary-
ing forcefulness with music's special problems in the 
schools. The particularized views of these two groups are 
known to some degree to music educators (although those or 
the latter deserve wider attention). 
However, music educators are not as a rule familiar 
with publications of the Association, itself, which bear, 
sometimes quite generally, upon their subject. The Associ-
ation pre-dates by far its subsidiary music groups, and it 
has long been concerned with education !! ~; therefore, 
it offers a hundred-year continuum of thought together with 
an objectivity of outlook and breadth or influence concern-
ing music in education. 
Music educators might profitably investigate a view 
so far-ranging. The widely inclusive concerns of the Asso-
4 
elation are to an extent theirs, too. "The nature of public 
education and its relation to government, democracy, and 
civilization in general ••• ,"3 to which Wesley says the 
Association has given almost constant attention during the 
past century, is a complex of which music is only a compo-
nent, but a component of importance, whose place in the 
scheme of public education music educators need continually 
to evaluate in this and every other significant context. 
Madison is among those who feel that more historically-
oriented studies are needed. He says: 
There is also a feeling in a few circles that music 
educators need to be more aware of their professional 
history, and it is urged that more studies of a histor-
ical nature be undertaken. This is not for the sake of 
the historical information itself, but for the sake ot 
a better understanding of the concepts which have played 
a part in building music education to what it is today.4 
If Association policies and programs have paralleled 
and reflected general educational thinking in the United 
States, as the Encyclopedia 2! Educational Research thinks 
likely,5 the question still remains: What are the sources 
3~., p. 52. 
4Thurber H. Madison, "The Need for New Concepts in 
Music Education," Basic §oncettsyin Music Education, Nelson 
B. Henry, editor, Fifty- even h earbook of the National 
Society for the Study ot Education, Part I (Chicago: Na-
tional Society for the Study of Education, 1958), p. 26. 
5"Teachers' Organizations," Enoyclo~edia ot Educa-
tional Research (third edition; New fork: ~e Macmillan 
company, 196o), p. 1493. 
of the Association's most representative statements of pol-
icy? This study has taken the stand that the answer is to 
be found in the published reports of deliberative groups 
appointed by the Association for the purpose of formulating 
policy. Further, this study has held that certain groups 
occupy central positions in terms of significance and prob-
able influence. Such groups are not hard to identify; 
Brickman, for one, has named them: 
Simple mention of the reports of the Committees of 
Ten (1893) and Fifteen (1895), the reports of the Com-
mission on the Reorganization of Secondary Eduostion 
(particularly the Seven Cardinal Principles of 1918), 
and the reports of the Educational Policies Commission 
will be sufficient to recall to the historically-minded 
reader the significance of the NEA for the gr~vth and 
development of education in this country.o 
II. DEFINITIONS OF TERMS USED 
5 
Commissions, councils, ~ committees. Even in the 
dictionary, the meanings of these terms are not clearly dif-
ferentiated. There has been no need to differentiate between 
them here; this study has taken them all to mean the same 
thing: a group of persons charged and authorized to delib-
erate toward more or less clearly specified ends. The com-
6william W. Brickman, "Toward an Evaluation of the 
Publications of the National Education Association," Pro-
gressive Education, 34 (July, 1957), 112. ---
6 
missions, councils, and committees with which this study has 
been concerned are restrictedly those charged and authorized 
to deliberate and speak in terms of broad educational pol-
icies, values, or objectives. 
Democracz. Reference has been to the concept of 
democracy embodied in the Constitution of the United States. 
This is true even when the discussion has become theoretical 
or hypothetical, in which case the question has been inter-
preted in terms of practicality under the Constitution. 
Fine ~· The term, "fine arts," has been under-
stood to refer to those arts whose function is primarily 
aesthetic, like music, painting and sculpture, architecture, 
and literature (especially poetry and drama), as opposed to 
art whose primary function is usefulness. 
Music education. ''Music education,'' in the context 
of this study, has meant instruction, either individual or 
group, which takes place within or under the auspices of the 
public school, but which is not necessarily given school 
credit nor taught by a full-time public-school teacher. 
Policy. The dictionary definition of "policy" as a 
course or line of action, which normally would be seen as a 
consequence of a philosophical position, has in this study 
been broadened to include a continuing re-evaluation and re-
interpretation of philosophical positions themselves, as 
well as the courses of action proceeding from them. This 
enlarged meaning of the term has been necessary in order to 
cover, for one example, the activities of the Educational 
Policies Commission. With few exceptions, the commissions, 
councils, and committees involved here not only have stated 
policy, but have clarified for themselves the philosophical 
position governing such policy. 
Public education. The term, ''public education," has 
meant education financed totally by public funds, open to 
all children of elementary or secondary school age, and 
subject to continuing evaluation by the society which it 
serves. 
III. ORGANIZATION OF TEE REMAINDER OF THE STUDY 
After the opening Chapter, with its discussion of 
purposes, limitations, and definitions, the study will pro-
ceed in Chapter II with a review of the literature, paying 
particular attention to the nature of primary sources. 
Chapter III will serve as a brief historical review 
of the Association's century-long career as policy-speaker, 
centering in relatively short-lived but in some cases quite 
important committees and commissions. Thereafter will come 
relatively extensive treatments of each of the two great 
7 
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policy-stating organizations of the Association, Chapter IV 
covering the National Council of Education {1884-1943), and 
Chapter V the Educational Policies Commission {1935--). 
8 
Finally, there will be a chapter (Chapter VI) of syn-
thesis, evaluation, and conclusion, dealing with such ques-
tions as: (1) the consistency of the Association's views 
toward music education over the years; (2} the extent ot 
agreement ot these music education views with chronolog-
ically corresponding educational philosophies; and (3) re-
cent and still operative views ot the Association toward 
music education. 
CHAPTER II 
REVIEW OF REIJWANT STUDIES AND PRIMARY SOURCES 
The deliberations of the various groups which are the 
subject of this study have received no little amount of 
attention as they have been made known; the Committee of Ten 
of 189~, for example, found its work widely publicized even 
while it was going forward, and as a consequence the whole 
educational world waited eagerly to debate its recommen-
dations. 
But apparently, insofar as it seeks primarily to dis-
cover the attitudes of these groups toward music education, 
the present study is the first of its kind. Not only that, 
but there seems to have been very little comprehensive 
treatment of the spectrum of policy-stating committees from 
any standpoint, whether general, specific (like the present 
one), or otherwise. The need for research has been stated 
in even more inclusive terms by Male, who feels that 
teachers' organizations generically deserve wider consid-
eration: 
The need for research on teachers' organizations is 
urgent because of the relatively small amount of his-
torical understanding which undergirds much serious 
discussion, even philosophic discussion, in regard to 
teachers' organizations •••• 1 
laeorge A. Male, "Problems in Research on Teachers' 
Organizations," History of Education Journal, 6 (Summer, 
1955), 251. --
10 
The present study, then, does not have the advantage or re-
stricting itself to the judicious selection of material tor 
addition to an existing body of knowledge, nor the privilege 
ot refuting or corroborating the judgments of others. On 
the other hand, there is the pleasurable anticipation of an 
approach to a fresh and untrammelled subject. 
A summary is given below of studies bearing upon 
policy-stating organizations ot the Association. Some refer 
to the Association as a whole, others to individual groups 
within the parent organization. The list is representative. 
I. LITERATURE ON POLICY-STATING 
ORGANIZATIONS OF THE ASSOCIATION 
Wesley's is the most recent and the most exhaustive 
ot the handful ot general historical studies of the Associ-
ation in existence. Two chapters are particularly relevant. 
The first is on the National Council of Edueation,2 and it 
gives as thorough a coverage of that body's career as may be 
found anywhere. The second, devoted to committees and com-
missions ot the Association, gives a concise review of the 
more important and influential groups, both those which 
stated broad educational policy (like the Committee of Ten 
~dgar B. Wesley, NEA: The First Hundred Years (New 
York: Harper and Brothers~957r;-pp. 262-273. 
11 
of 1894) and those whose functions were otherwise (like the 
Committee on Janitor Service of 1913).3 The value of this 
chapter lies in its overview of the large, complex tangle of 
committees and factors which brought them into existence aad 
in its judgments concerning the worth of certain outstanding 
groups. 
Although Fenner's earlier history, published by the 
Association itself, is more popularly written4 than Wes-
ley's, it too contains a serviceable chapter on committees 
with an especially extensive treatment of the National 
Oouncil of Education's use of sub-committees in the 1880's 
and 1890's.5 Fenner's book was preceded by her thesis on a 
fifty-year period ot the Association's history.6 
The two histories by Wesley and Fenner, respectively, 
comprise the literature in this field, with the exceptions 
of a work from 1892, which gives a brief historical note, a 
3rbid., pp. 292-314. 
4Mildred S. Fenner, ~History (Washington, D. c.: 
the Association, 1945). See, tor example, "human interest" 
touches like that which recalls that Ella Flagg Young, Pres-
ident of the Association in 1910, had been forced to sit in 
the gallery during the 1867 convention and "· •• listen to 
the discussion carried on by the men," membership not then 
being open to ladies. p. 32. 
5rbid., pp. 77-loo • 
.......... 
6-Mildred s. Fenner, "The National Education Associ-
ation, 1892-1942" (unpublished Doctoral thesis, George 
Washington University, 1942). 
12 
review of structural organization, and a list of publica-
tions,? and of Nelson's compilation of publications made for 
the Association's fiftieth anniversary.s All of the above 
publications were either sponsored or underwritten in whole 
or in part by the Association itself. 
McKenna's thesis comes closer to the general question 
of policy development within the Association. His investi-
gation is a valuable review which ambitiously attempts to 
equate the Association's views with those of American educa-
tion as a whole: 
• • • In the absence or a nationalized system of 
education an attempt to colligate NEA resolutions and 
opinions into a systematic summary may provide as clear 
a view of many American educational policies as is 
presently obtainable.9 
A high degree of relevancy would appear to obtain 
?william T. Harris, et al., History or the National 
Education Association £! the-United States TWaSE!ngton, 
D. c.: the ASsociation, 1~). 
~artha Ferber Nelson (ed.), Index to Publications of 
the National Education Association, ~-1~6 (Chicago: the-
Iiiooiation, 19o7). 
9Raymond McKenna "Policy Evolution in the National 
Education Association" (unpublished Doctoral thesis, Harvard 
University, Cambridge, 1954), p. 2. Another work which 
attempts to relate the Association to educational trends, 
this time through the medium or the Presidential Address, is 
Talley's. See Banks Cooper Talley, Jr., "Trends in Public 
Education as Found in the Presidential Addresses of the 
National Education Association over a Hundred Year Period" 
(unpublished Master's thesis, University of North Carolina, 
Chapel Hill, 1956). 
13 
between McKenna's study and the present one. But McKenna 
inexplicably limits himself to policy statements of the 
org~ization's Resolutions Committee, while, although the 
work of the Resolutions Committee will be discussed here, 
the present study will emphasize the work of special delib-
erative committees appointed for the express purpose of 
defining policy. Nevertheless, McKenna has contributed much 
that is pertinent to this study, and his work will be drawn 
on from time to time for comparison with, or extension of, 
ideas set forth here. 
At the time of McKenna's study, in 1954, there were 
only two previous doctoral theses concerning the Association 
as such. These were, first, that of Fenner, which has 
already been cited as preparatory to her history of the 
Association, and second, that of Selle, dealing with the 
period, 1918-1928. 
Selle chose this period because he saw it as one of 
reorganization, both of the Association and of public educa-
tion in genera1.10 He called his work a "Sociological 
Analysis,nll describing how and why certain components 
l~rwin Stevenson Selle, The Organization and Activ-
ities of the National Education ASSociation, A Case Itudy 
in EducatiOnal Sociology (Teachers College ContrrbUt ons to 
!ducation No. 513. New York: Columbia University Bureau of 
Publications, 1932), p. 2. 
11~. 
14 
within the organization had been formed and how they tunc-
tioned; for example, the Representative Assembly was set 
forth in terms of background and function. Conflicts 
arising within and without the Association were discussed 
and were interpreted as being of the milder variety, as in 
the organization's being "· •• largely feminine in member-
ship; largely masculine in leadership • • • • nl2 The Asso-
ciation's full support ot the war effort (once World War I 
was under way} was granted, but its pacifistic internation-
alism prior to that point was criticized.l3 InShort, 
Selle's work was a kind ot status study, telling what was 
going on during a critical decade, making a cursory attempt 
to evaluate the Association's influences upon American edu-
cation, and suggesting subjects for future research. 
The Educational Policies Commission is the Associ-
ation's policy-stating group closest to the present in time, 
hence most difficult to appraise objectively. Two recent 
studies, both from 1958, have made the attempt. 
Holmes' workl4 concentrates upon education's problems 
peculiar to American democracy, a preoccupation of the Com-
12~., p. 162. 
13Ibid., pp. 167-172. 
14Roger F. Holmes, "The Educational Policies Commis-
sion and Democracy" (unpublished Doctoral thesis, Teachers 
College, Columbia University, New York, 1958}. 
15 
mission throughout its career, but particularly during the 
period 1937-1941. A significant feature is his examination 
of the qualifications and background of Commission person-
nel. His study has relevance to the present investigation 
mainly as it sheds light upon recent educational thought 
regarding large, general democratic issues, like universal-
ity of educational opportunity and the problems inherent in 
the principle of self-realization. 
The other study, by Stille, follows the Commission 
only through the year 1953. Its orientation is considerably 
different from Holmes' since Stille is interested primarily 
in determining the group's effect upon education. But first 
he selects six issues; to these he then proceeds to relate 
all the Commission's publications, giving a chapter to each 
item. The issues are: (1) democracy and education; (2) 
teaching for citizenship; (3) government and education; 
(4) safeguards of democracy; (5) working with the community; 
(6) international relations and education. 15 
The most remarkable part of Stille's work is the 
final long chapter, devoted to the attempt to establish the 
degree of influence of the Commission upon American educa-
tion. The evidence is subjective; Stille intends to give 
15walter D. Stille, "The Educational Policies Com-
mission, A Leadership Organ in American Education" (unpub-
lished Doctoral thesis, George Peabody College for Teachers, 
Nashville, 1958), p. 5. 
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"• •• a panoramic, a~ost impressionistic, view of the 
effectiveness of the Educational Policies Commission • • 
hl6 
• • 
There are examples of writings which aim to relate 
the ideological position of past Association committees 
with present problems. One such example is Mehl's attempt 
to span sixty-five years in search of similarities between 
the Report of the Committee of Ten or 1894 and the present-
day Conant Report.l7 Since both reports are concerned with 
the secondary school, both take place during periods of com-
parable social change, and both feature Harvard presidents 
(Charles w. Eliot played a prominent part in the earlier 
report), Mehl finds many parallels, as well as some differ-
ences. In the 1890's, as now, secondary education 
• • • became the center of attention, discussion, 
and debate among leaders in education as well as inter-
ested persons in labor, business, and journalism. The 
function of this intensive scrutiny was then, as it is 
now, to establish the aim and direction of secondary 
education and to determine the exact position it was 
to occupy in the American educational hierarchy. This 
scrutiny into the affairs ot public secondary education 
took place at a time of political, social, and intel-
lectual ferment.lS 
16!,ill.' p. 172. 
17Bernard Mehl, "The Conant Report and the Committee 
ot Ten: A Historical Reappraisal," Educational Research 
Bulletin, 39 {February, 1960), 29-38. Re James B. Conant, 
The American Hi!~ School Today (New York: McGraw-Hill Book 
Company, Inc., 59). 
18~., p. 30. 
17 
The enumeration of the above sources can only serve 
to point up the fact that such secondary literature as 
exists on Association committees is in terms of the present 
study quite general and of limited relevance. Primary 
sources, however, exist in plenitude and variety. This is 
fortunate, since the method of the study is mainly histor-
ical, and therefore depends largely upon primary sources. 
II. PRIMARY SOURCES OF DATA 
Wesley says, "The sources for a history of the 
National Education Association are numerous and scattered. 
The Proceedings of the Association from 1857 to 1956 are 
the most important single source.nl9 There are a half-dozen 
gaps in these annual Proceedings, largely in the struggling 
association's early years, but taken all together, they pro-
vide a remarkably complete historical continuum. The organ-
ization (which from 1857 to 1870 was called the National 
Teachers' Association) met each midsummer in a different 
city; organizational business, verbatim records of speeches, 
often even the numbers on musical programs, all were faith-
fully set down. Naturally, with the proliferation of de-
partments, the Proceedings came to take on an overstuffed 
look, until from about 1890 to 1940 they averaged over a 
19wesley, .2R.• .211•, p. vii. 
18 
thousand pages. From 1941, whether trom the flood of words 
which in sheer numbers was impractical to print or from a 
wartime shortage of paper (or, more likely, from a combi-
nation of both), the Proceedings have demonstrated greater 
editorial pruning; articles and reports have either been 
published in abstract form or not at all. 
Many of the Association's committees, then, have 
made their reports in the pages ot the annual Proceedings. 
This is true, for example, of the numerous standing com-
mittee reports stemming from the National Council ot Edu-
cation in the 1880's. 
Practically speaking, the entire career ot the 
National Council ot Education is traceable in the Proceed-
ings,20 with one notable exception: the report of the Com-
mittee of Ten in 1894, which was published first by the 
United States Bureau of Education and shortly thereafter, 
tor wider distribution, by the American Book Company. 
The u. s. Bureau of Education Bulletin published 
other important group reports, like the series ot reports 
originating with the Commission for tbe Reorganization of 
Secondary Education of 1913-1921. 
20The National Council of Education from 1888 to 1903 
printed and distributed its own Proceedings, but these were 
identical with the record printed in the Association's Pro-
......... 
ceedings. 
19 
The Educational Policies Commission has from its in-
ception in the mid-1930's had its reports published sep-
arately in book or pamphlet form, with an Association im-
print. That Commission's little magazine, Educational 
Policy, stands somewhat in the same relationship to the 
organization's serious and extensive pronouncements, as does 
the ~Journal to the Proceedings: namely, as a popular-
ized reporting of material which originates elsewhere. 21 
The Association has been in the publishing business 
since its beginnings. Its output is a well-nigh impene-
trable thicket of titles, and there is some difficulty in 
blazing a straight and purposeful trail through it, dis-
carding promising material here, stumbling upon unlikely 
material there, and trying to make coherent and related 
sense of it all. 
21To some, the NEA Journal has proved disappointing 
as a professional publication. Brickman says of it, "The 
material is too often commonplace and superficial.n 
William w. Brickman, "Toward an Evaluation of the Publi-
cations of the National Education Association," Progressive 
Education, 34 (July, 1957}, 114. 
CHAPTER III 
HISTORICAL VIEW OF NATIONAL EDUCATION ASSOCIATION 
POLICY~TATING GROUPS 
The Association has had faith in committees from its 
beginnings. 
Committees and subcommittees, commissions, and 
councils--special, standing, temporary, joint, advisory, 
cooperative, and emergency. Committees of every part of 
the NEA--of the Representative Assembly, of the board of 
directors, of the executive committee, of the National 
Council of Education, of the Department of Superinten-
dence, of all the other departments. Committees for 
every purpose, problem, and topic--committees on citi-
zenship, ethics, credit unions, international relations, 
tenure, academic freedom, professional standards, 
health, publicity--everything. No limit to the number, 
purpose, and duration of committees.! 
The proliferation of committees did in fact reach 
such a proportion that in 1926 there appeared that proof of 
saturation, a Committee on Committees, reporting on ways and 
means of integrating the work of diverse groups. A great 
deal of overlapping was pointed out, and recommendations 
were offered concerning the elimination of certain moribund 
or superfluous bodies. 2 
A year later, in an address before the Association's 
lEdgar B. Wesle)", N.EA: The First Hundred Years (New 
York: Harper and Brothers:-I957r;-p. 292. 
~ational Education Association, Proceedings: 1926 (Washington: the Association, 1926), pp. 27o-273. 
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Representative Assembly, Jesse H. Newton of Denver attempted 
to spell out the relation of committees to the Association 
and its policies. He said that there were too many, that 
there was a tendency to make them too large and to prolong 
their lives ("Frequently committees1hat have done little 
work have exhibited a remarkable tendency to longevity 
••• "3), and decried the necessity of scheduling meetings 
at the national convention with its many distractions. He 
favored the support of groups "• •• that will greatly in-
fluence the course of public education in America,"4 and 
cited as examples the Committee ot Ten, the Commission on 
Reorganization of Secondary Education, the Commission on the 
Emergency in Education, and the Committee on Tenure. How-
ever, Newton did not tackle the problem of the precise re-
lationship of these groups to the Association in the role of 
spokesman. 
In 1942, the Association sponsored thirty-one commis-
sions, committees, and councils.5 Even allowing that the 
number is untypically large, the most casual observer must 
see that during the span of a century an unwieldy number of 
groups has placed reports on the record. Obviously, not all 
3Ibid., p. 49. 
4Ibid., p. 50. 
5National Education Association, Proceedings: ~ 
(Washington: the Association, 1942), p. 5o4. 
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were concerned with the curriculum, general goals of educa-
tion, or policy. As a matter of fact, to continue with the 
example of the year 1942, the Educational Policies Commis-
sion was !a! organization of the period relevant to this 
study; any other which made pronouncements concerning gen-
eral educational policy at that time would necessarily 
either (1) echo or corroborate statements of the Commission, 
or (2) state an independent opinion, unrepresentative of the 
Association. Moreover, the Commission occupies a period 
tram 1935 to the present, dominating for a quarter of a cen-
tury the philosophers' function. 
That is why the Educational Policies Commission 
deserves, like the National Council of Education, a chapter 
of its own in the present study. These two chapters will 
appear in due course. As for the chapter at hand, a few 
groups have been chosen for consideration whose claim to 
attention rests upon the intrinsic importance of their work 
in terms of the present study and/or the fact that an exam-
ination of their work helps provide a rough historical sur-
vey. These are: the Resolutions Committee, the Committee 
on Object Teaching, the Special Report on Conditions of 
Music Instruction, the Commission on the Reorganization of 
Secondary Education, and the Joint Commission on the Emer-
gency in Education. 
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I. THE RESOLUTIONS COMMITTEE 
McKenna attempted to reconstruct the Association's 
working principles primarily through reference to its Res-
olutions Committees. This study has, as previously stated, 
proceeded differently, finding stronger and more influential 
policy statements elsewhere, particularly statements affect-
ing music education. But it will be historically useful to 
look at some suggestions of the Resolutions Committee of the 
early years, before other groups like the National Council 
of Education in the 1880's began to deal systematically and 
responsibly with national educational principles. 
Music education was a topic of surprisingly frequent 
recurrence in early years of the Association. It ranks 
eighth among the topics discussed in papers read before the 
convention during the years 1858-1890, with twenty-five sep-
arate examples.6 In earliest years, while the Association 
was still known by its original title, the National Teach-
ers' Association (1857-70), good will prevailed universally 
among its members towari music as a subject. In 1863, the 
following resolution was offered, discussed, and adopted: 
Whereas, the power of music over the human soul has 
been proved beyond question, both by reason and exper-
ience; and whereas, singing is the simplest as well as 
the most popular and effective kind of music; therefore 
6wesley, ..2.£• ill•, P• 4.9. 
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Resolved, 1. That singing should be taught, to some 
extent, in every public school. 
Resolved, 2. That public teachers, to whom, in most 
oases, this branch of instruction will be entrusted, 
should cultivate their musical faculties as much as 
circumstances will permit. 
Resolved, 3. That the publication of a suitable 
collection for teachers, containing songs of a pro-
fessional, social, patriotic, and religious character, 
would supplr an acknowledged want, and be likely to 
meet favor.7 
Obviously, this resolution refers only to the elemen-
tary school, because (1) the public secondary school was as 
yet in an uncertain state of formulation, and (2) the sug-
gested casualness of instruction ean only apply to the 
classroom teacher with responsibility for many subjects. 
The following year, at the convention in Ogdensburg, 
N.Y., the assembled members saw a music demonstration. A 
Professor Perkins, after leading his juvenile class of the 
local Normal Music School in singing, "• •• was invited to 
give with his class, at the opening of the afternoon ses-
sion, an exhibition of his method of instruction in vocal 
music."S The unanimous adoption, that same evening, of a 
resolution offered by the Rev. L. M. Miller perhaps reflects 
7National Teachers' Association, Journal of Pro-
ceedi~s and Lectures: lf63 (Albany: National Teachers' 
Assoc ation, 1863), p. 4. 
8National Teachers' Association, Journal of Pro-
ceedings and Lectures: lf64 {New Britain, Connecticut: 
National Teachers' Assoc ation, 1864), pp. 140-141. 
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the success of Professor Perkins' efforts. 
Whereas, The study of music as a science disciplines 
the mind, assists to strengthen the memory, and quickens 
the perceptive and reasoning faculties, 
And Whereas, The practice of vocal music is a 
pleasant, enlivening, and healthful exercise and tends 
to cultivate the voice for speaking and reading, as well 
as for singing, therefore 
Resolved, That vocal music ought to be taught by com-
petent teachers in all of our public schools.9 
McKenna's otherNise excellent investigation would 
appear to misinterpret these resolutions and others like 
themwhen he says, 
As for aesthetics, the Association several times 
passed resolutions advocating the introduction of draw-
ing and music into the schools, stressing these subjects 
as art for art's sake and as useful in sharpening the 
mental faculties.lO 
There is no question that educators of the period saw 
the arts as disciplinary to the mind, or even as morally 
beneficial, but they were innocent of the "art for art's 
sake" concept, and, indeed, of any concept that left the 
arts unrelated to practical matters. The ~ priori claims of 
Christian morality, of good health, and of sound business 
practice could not be safely ignored by any subject, let 
alone an upstart subject like music which was trying to 
9rbid., p. 142. 
lOF. Raymond McKenna, "Policy Evolution in the 
National Education Association" (unpublished Doctoral 
thesis, Harvard University, Cambridge, 1954), p. 144. 
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squeeze its way into the curriculum. 
As with music, so it was with drawing. In fact, con-
tentions of practicality are more dogmatically proposed in 
the case of drawing than in that of music. At the General 
Session of 1872, Walter Smith, State Director of Art Educa-
tion of Massachusetts, said sarcastically, 
The actual funetions of education are to prepare a 
human being to get along in this world without any 
reference to idealities, but with direct bearing upon 
his facility at all times to pay a hundred cents to the 
dollar in discharge of his just obligations ••• it is 
sometimes thought advisable to throw into the educa-
tional caldron a flavor of self-denial which does not 
appear in the pages of the ledger, and a little taste, 
to give piquancy to the otherwise prosy railroad journey 
of lif'e.ll 
Before he finished his address, however, Smith did 
not neglect to pay his respects to art's more commonsense 
aspects: "Let the teaching of drawing in the public schools 
be sound, practical, and sensible •••• nl2 He was re-
warded by the Resolutions Committee, thus: 
Resolved, That we recognize the great importance 
of education in art, and that we earnestly recommend to 
the boards of education and the teachers of the country, 
the early adoption of' measures looking to its intro-
duction into all our schools.l3 
Drawing proved to have a convenient relationship to 
!!National Education Association, Addresses and 
Jour.m.al of' Proceedings: 1872 (Peoria, Illinois: N. ~asen, 
18731, p:-s6. 
12~.' p. 101. 
13Ibid., p. 108. 
-
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industry. Eleven years later, in 1883, when the Department 
of Art Education was organizing within the Association, 
there was still a great deal of ambiguity concerning the 
function of drawing in education. Walter s. Perry said at 
that time, 
The introduction of drawing, therefore, into public 
schools should be regarded as an important step toward 
general industrial education, and in view of this fact, 
what is taught as drawing in the schools becomes of the 
utmost importance both practically and educationally.l4 
Those most closely associated with music and art edu-
cation, themselves, often demonstrate educational notions 
which seem to a later age dismayingly utilitarian. For ex-
ample, in his inauguration address as president of the Asso-
ciation's newly-formed Department of Music Education in 
1885, Dr. Daniel B. Hagar of Salem argued for the subject on 
the basis of {1) culture of the chief intellectual facul-
ties; (2) development of the moral powers; and (3) improve-
ment of health and physical training of children.15 
Such arguments as this, which were common enough, 
bring into question the artistic taste not only of educators 
14National Education Association, Journal of Pro-
ceedi,s and Addresses: 1883 {Boston: J. E. FarweiT and Com-
pany, 88tr;" p. 56. 
15National Education Association, Journal of Pro-
ceedings and Addresses: ~882 (New York City: J. J:-Llttle 
and CompanT; 1886), p. 3 4. Hagar, not strictly a music 
educator, was Principal of the Salem Normal School. 
2S 
in general, but of educators in the fine arts in particular. 
Rarely did anyone speak of guality of music. Certainly the 
quality of music performed at the annual meetings is highly 
suspect: "Professor Root favored the Association with a 
song, ~~Beyond~ River.nl6 "The Association rose 
and sang 'Nearer, My God, To Thee,• and at the end ••• 
'Home, Sweet Home.•nl7 Some progress is shown, perhaps, by 
1892, when Victor Herbert performed before the Department of 
Music Education (on the •cello) Schtmmnn•s Traumerei, 
Marie's ~ Cinguantaine, and an encore, and received a 
resolution of appreciation for his 
ing.nl8 
" • • 
• exquisite play-
For the "· •• blighting of taste" in the nineteenth 
century two explanations predominate among several: (1) In-
dustrialism and the idea of "getting ahead" engaged most of 
the energies of the population. Counts insists, "• •• with 
the economic interest openly dominant, the other major 
values, and especially the aesthetic, were certain to 
16National Teachers' Association, Journal of Proceed-
~ and Lectures: i86J (Albany: National TeacheriT Asso-
oratiQn; 1863), p. • 
17National Education Association, Journal of Proceed-
!Bs! and Addresses: 1890 (Topeka: Kansas Publishing House, 
1890)-;p. 24. 
1~ational Education Association, Journal of Proceed-
~ and Addresses: 1892 (New York City: the ASsociation, 
189,3)-;--p'. 5l0. 
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suffer."l9 (2) In the attempt to broaden the base, demo-
cratically, for appreciation of the fine arts--in short, to 
bring the arts to greater numbers of people--a certain re-
laxation of standards had to take place. Stone puts the 
case for music educators and others concerned with music 
thus: "Spokesmen for music often were bound to be of two 
minds as social enthusiasm clashed with esthetic taste."20 
It seems likely that these two primary influences 
have long been united into one. Certainly today the wide 
dissemination of the fine arts has itself become big busi-
ness, and there is ample reason to believe that the tech-
niques of such dissemination have been evolving steadily 
for over a hundred years. Lynes' entertainingly written 
study of American taste traces this evolution since the 
1830's, when "• •• a totally unfamiliar element had emerged 
in the problem of taste: mass production,n21 through the 
mid-nineteenth century and its discovery of ways to combine 
with the "• •• lofty purpose of art patronage ••• the 
19George s. Counts, et al., The Social Foundations of 
Education (New York: Charles-scribner's Sons, 1~34), p. 3647 
20James H. Stone, ~id-Nineteenth Century American 
Beliefs in the Social Values of Music," The Musical Quar-
terly, 43 (January, 1957), 45. ---
2~ussell Lynes, The Taste-Makers (New York: Harper 
and Brothers, 1949), p. a:-
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lowly appeal ot the lottery ticket.•22 
Music educators ot a century ago are thus seen as 
products ot their times, with few ot the models of quality 
and excellence which are now available, but with honest im-
pulses toward artistic experiences which they were at some 
pains to reconcile with contemporary mores and social 
sanctions. 
II. THE COMMITTEE ON OBJECT TEACHING 
Wesley speaks ot "the unpromising results ot the 
first committees ••• ,n23 some ot which, like the Com-
mittee to Recommend a Course ot Study tor High Schools or 
the Committee on an Ideal Program tor the Education ot Youth 
or 1858, would surely have presented recommendations perti-
nent to this study, had they brought their work to fruition. 
One committee ot striking efficacy in early years was that 
appointed to urge a National Bureau of Education, which was 
active from 1864 until Congress did in fact establish the 
Department of Education in 1867.24 
22Ibid., pp. 15-16. 
23wesley, £2• £!!., p. 293. 
24Ibid. The Department of Education, established 
March 1, 1!07, was reestablished on July 20, 1868, as the 
Office of Education of the Department of the Interior, but 
was called the Bureau of Education and published under this 
name until October, 1929, when the Commissioner of Educa-
tion announced the use or the title, Office or Education. 
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The Committee on Object Teaching of 1864 is not very 
significant from the standpoint of the music educator, but 
it can be profitably recalled here because object teaching 
is important (1) as a historical movement in methodology, 
(2) as an example of the shifting emphases in education 
which have tested music's adaptive powers, and (3) as an 
index to the type of long-lived preoccupation to which the 
Association was prone in the nineteenth century. 
In its Report of 1865, the Committee gave its own 
definiti~n of object teaching: "It is -that which develops 
the abstract from the concrete--which develops the ~' 
then gives the term."25 In short, its practitioners (who 
originally were centered at Oswego, N. Y.) believed in 
eliciting students' attention through the use of objects, 
rather than simply talking in abstractions. McKenna calls 
object teaching, together with the oral lesson (lecture) and 
the kindergarten principle, the "New Education," which was 
to culminate in the Child Study movement of the 1890's. 
The influences of Pestalozzi and Froebel were felt 
through much of the New Education which sought to ad-
vance the child-study movement and the need for en-
gaging child interest in all grades of study. G. 
25National Teachers' Association, Journal of Pro-
ceedings and Lectures: 1~65 (Hartford: National Teachers' 
AssociatiQn; 186;), p. 2 2. The student was to get as 
many sensory impressions of the object as possible; the 
Report makes no particular point of music, but sees singing 
as only one of several approaches to, or experiences of, an 
object. See p. 267. 
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Stanley Hall helped found the Department of Child Study 
and with it came the application of science to educa-
tion.26 
Music education's relationship to object teaching is 
vague, except, of course, that there is encountered in the 
term a concept already well known at that time in music in-
struction and typified by the catch-phrase, "The thing 
before the sign." The father of American music education, 
whose own method was not far removed from that of object 
teaching, makes an exasperatingly brief appearance in the 
pages of the 1865 Proceedings, the year of the Committee's 
first Report: 
Mr. Lowell Mason, on motion of Prof. Edwards, ad-
dressed the Association at length, giving some very 
fine illustrations on object methods in music. It 
was ordered that this report on Object Teaching be 
published a§ a separate pamphlet, and sold on sub-
scription.2'! 
But the Association at this time was very small, with 
only one-hundred-seventy-three members,28 and it is likely 
that its limited treasury did not permit the publication as 
2~cKenna, .2R. .ill• , p. xi i. 
27National Teachers' Association, Journal of Proceed-
~ and Lectures: ~~~5 (Hartford: National Teachers' Asso-
Ciation, 1865), p. • 
28wesley, !£• cit., p. 397. It is possible that 
Mason on this occasion-drew upon a speech he had given sev-
eral times in the early 1860's (for instance, at a meeting 
of the New York State Teachers' Association at Troy, on 
August 3, 1863) on the subject, "A Glance at Pestalozzian-
ordered. There is no record of it in Nelson's index to 
Association publications. 
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Object lessons continued to be generally used well 
into the 1870's. Walter Smith pointed out in 1872 that the 
method, "now so popular," found the arts adaptable, speaking 
of 
• • • the music and elementary drawing which is now 
being introduced into all schools and classes--all 
these are efforts to reach the individual through his 
senses.29 
In the annual Proceedings, references to object 
teaching abound during the period 1863-1880. Educators 
could see the common-sense of it, and some overworked or 
abused it. McGuffey, of the famous McGuffey's Readers, de-
claimed in 1870, "I am a thorough convert, sir, to object 
ism." In the privately printed version or that address, 
Mason inserted a footnote which indicates his scornful atti-
tude toward the "newness" of object teaching: 
It seems strange that Object Lessons, so called, 
which were most ably advocated by Mr. Mann and well 
understood and taught in the Normal Schools, in Mass-
achusetts and elsewhere, fifteen or twenty years ago, 
should now, in 1863, be brought forward as something 
quite new; and still more so, that among those who are 
respected as educators, the voice or opposition should 
be heard! Does this indicate progress or retrogression 
in the educational work? 
See Lowell Mason, "A Glance at Pestalozzianism," 
privately printed, Harvard University, Educ 2005.863, p. 1. 
In this address, however, Mason did not emphasize the sub-ject of music, but dealt generally with the entire curric-
ulum. 
29National Education Association, Addresses and Jour-
nal of Proceedings: 1872 (Peoria, Illinois: N. c. Nason:---
!873}, p. 87. 
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teaching, but I want to have the object very frequently one 
which you can't hear, nor see, nor smell."30 
With the help or McKenna's analysis,31 object teach-
ing might be traced through its period of greatest popu-
larity in the 1860's, the kindergarten movement in the 
1870's, which appropriated some or its spirit, the learning-
by-doing movement, cresting in the 1880's, and the child-
study movement or the 1890's, which inherited and developed 
the child-interest factor. The nature-study movement of the 
1890's and early 1900's could even be interpreted as re-
appearance in disguised form. McKenna concludes: 
While the necessity of object teaching now appears 
to be so obvious as to elicit no comment, the lesson 
was sadly needed in 1860. Object teaching made a per-
manent contribution to educational progress.32 
3~ational Teachers' Association, dournal of Proceed-
Is~i: 1870 (Washington: National Teachers' Association, ), p. 172. The statement of McGuffey represents a mis-
conception which the Committee's 1865 Report had actually 
tried to forefend by such explanations as: "The abstract we 
must teach, but our teachins need not be abstract. We may 
approach the abstract through the concrete;" and the method 
" ••• works from the well known to the obscurely known, and 
so onward and upward till the learner can enter the fields 
of science or abstract thought." See National Teachers' 
Association, Journal of Proceedings and Lectures: 1865 (New 
Britain, Connecticut:~ational Teachers' Association, 1865), 
pp. 252-254. 
31McKenna, ~· ~., p. 155. 
32ill,!. 
III. SPECIAL REPORT ON CONDITIONS 
OF MUSIC INSTRUCTION 
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After his death in 1886, a tribute to John D. Phil-
brick appeared in the report of the National Council of 
Education. Philbrick, who had been instrumental in getting 
drawing into Boston's and the nation's schools, was also a 
believer in the values of vocal music. The report read: 
When he took charge of the Boston schools, in 1856, 
singing was indifferently taught in only a portion of 
the classes of the grammar schools, and in these it was 
not taught by the regular teachers. In fact, there was 
no prescribed programme of instruction, no harmony of 
methods, no uniformity of text-books, no classification, 
in fact, no system. At the close of his connection with 
the schools, a thorough, systematic, and progressive 
course of musical instruction was given to all the 
pupils, beginning with the youngest on their entrance 
into school, and ending with the last year of the high 
school course. And there was also a systematic course 
of instruction given to the pupils of the normal school 
to qualify the students to teach music, when they should 
be called to take charge of classes as teachers.33 
Music by the 1880's was solidifying its position in 
the schools everywhere, and attempts to evaluate its status 
and its purposes were multiplying. The Association's De-
partment of Music Education was established in 1884 at the 
instigation of Luther w. Mason of Boston and T. F. Seward of 
3~ational Education Association, Journal of Proceed-!Bs! and Addresses: 1886 (Salem, Massachusetts: ObServer 
Book and Job Print, I887), p. 326. 
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New York City,34 among others, and began at once to discuss 
and advise on the special problems inherent in music teach-
ing. The Music Teachers National Association took notice ot 
this emerging area ot instruction in a pamphlet on public 
school music issued in 1886 through the United States De-
partment of Education.35 
Some educators were critical. N. Coe Stewart ot 
Cleveland said, 
• • • in many places where music had gained a foot-
hold in school it has either been discontinued or 
allowed to dwindle to insignificance, because the 
eftort did not prove satistactory, and the school man-
agerg are still in doubt. Many others have never tried 
it.3 
William A. Mowry, a Quaker trom Boston, maintained 
that music took too much time to develop proticiency, that 
its effect was trivial and transient, and that it was ener-
vating and detrimental to manliness.37 
With all the varying comment within the Association 
and out, the time was ripe for a report or study bearing 
34National Education Association, Journal ot Proceed-
~ and Addresses: g885 (New York City: J. J. Little and 
company; 1886), p. 3 9. 
35National Education Association, Journal of Proceed-
~ and Addresses: 1886 (Salem, Massachusetts: ObServer 
BOOK and Job Print,~), p. 588. 
36~., p. 580. 
37National Education Association, Journal of Proceed-
~ and Addresses: 1889 {Topeka: Kansas Publishing House, 
1889)-;--p"p. 675-676. 
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authority and some degree of objectivity. The Special Re-
port on the Condition of Music Instruction in the Public 
Schools of the United States, of 1889, is such a study, and 
although it was made by an individual rather than a com-
mittee, and although it was made under the auspices of the 
Department of Music Education rather than of the Association 
as a whole, it will be reviewed here for the light it can 
shed upon music education's status at a critical time. 
The Report was made by Edgar o. Silver, secretary of 
the Department of Music Education, following a resolution, 
offered at the 1888 meeting of his department, to make a 
status-study of vocal music in schools. Silver polled towns 
of over four thousand population, plus a few localities 
whose population was less than that which he termed "special 
cases." Of 1,078 questionnaires sent out, he received 621 
answers.38 A summary of answers to his questionnaire 
(Table I) shows somewhat over one-half of reporting insti-
tutions had systematic instruction in music. The most com-
mon approach was, as it is today, to have the classroom 
teacher handle the music-teaching under the supervision of 
a specialist. 
TABLE I 
NUMBER OF TOWNS REPORTING ON SYSTEMATIC 
INSTRUCTION IN MUSIC IN 188939 
Status Number 
Towns reporting systematic instruction: 
by regular teachers under direction 
of special teachers • • • • • • • • • • 248 by special teachers only • • • • • • • • • 6 by regular teachers only • • • • • • • • • 84 Towns reporting no systematic instruction • • 283 
Total 
338 
-m--
Of all the superintendents and principals reporting, 
only four gaye an unqualified "no" to the question, "As an 
educator, do you believe that vocal music should be taught 
in public schools?n40 But quite a few had reservations: 
" • • 
• for recreation and amusement only;" "· •• only a 
very small number of persons can make anything out of it. n41 
There was a gratifying awareness of value in music 
instruction, but great diversity of opinion concerning the 
nature of its value. Some saw it as an "accomplishment"; 
some held for its moral influence while others denied such 
influence: 
39~., p. 68;. 
40Ibid., p. 686. One said, "It would consume the time 
that migh~ employed in teaching something that would be 
of service to the pupils." 
4l~., p. 687. 
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The object of music instruction in schools is to make 
better men and women • • • .42 
No soul is symmetrically developed without music. I 
believe the time will come when music will be taught in 
all our schools.43 
One principal thought that even to ask the question 
about music's value in schools was "out of date." Another 
averred, ~usic went in with an effort, but it is so ex-
ceedingly satisfactory to all that it would take an earth-
quake to put it out."44 
Educators in high places spoke strongly for the sub-
ject. Albert P. Marble, president of the Association, said, 
"I think no system of schools ought to be without the study 
of music.n45 Of the many State Commissioners of Education, 
the unnamed State Superintendent of Florida was perhaps the 
most effusive: "Give me my State full of singing schools, 
and I will have a State full of singing homes, and then 
happy, pure homes."46 
Silver concludes his Report rather jubilantly: (1) 
Vocal music in schools 
42Ibid., 
-
p. 688. 
43Ibid. 
-
44Ibid., p. 689. 
45ll!.9.·' p. 689. 
46Ibid., 
-
p. 690. 
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• • • has stood the crucial test of experience and 
critical observation; that it has demonstrated its value 
in the schoolroom, and has won for itself the almost 
unanimous support and approval of American educators.47 
(2) Vocal music should be regularly and systematically 
taught in the schools--for its own sake and for the "· • • 
intellectual, moral, and physical improvement of every pupil 
in the schools." (3) There is a growing sentiment all over 
the United States in favor of music instruction in the 
schools. (4) There is a great need for qualified teachers 
of music, both special and regular.48 
This Report is the first status-study of music educa-
tion made by any group from the Association. 
IV. THE COMMISSION ON THE REORGANIZATION 
OF SECONDARY EDUCATION 
The Committee of Ten of 1894, whose work will be dis-
cussed in greater detail in Chapter IV, upheld the classi-
cally-centered high school curriculum of the nineteenth 
century and its ~unction of preparation for college. Its 
concept was procrustean; all who wished to go to high school 
had to conform to it whether they were headed for college or 
for apprenticeship to the local blacksmith. Understandably, 
47Ibid., p. 691. 
48~., p. 692. 
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it left many emerging questions about the high school un-
answered. McKenna says of the period following the Commit-
tee of Ten's Report, 
Yet there still existed vagueness of aims, indecision 
about programs and methods, and uncertainty about re-
sults. There was still needed a contemporary doctrine 
clarifying concepts of modern education which could be 
applied and tested systematically all over the 
country.49 
The twentieth century brought ideas of education 
based more in social reform, McKenna continues.5° Individ-
ual differences of children were more and more recognized, 
as education continued to develop varied courses of study, 
to evolve principles and means for student guidance, to use 
the improving modes of communication in the service of pub-
licizing aims of education and civic responsibilities of 
citizens, and to draw hugely increased enrollments to the 
newly democratized high schools. Schools were trying, 
little by little, to come to grips with the realities of 
American life. A 1907 resolution, after discussing the more 
traditional "basic• subjects, was speaking in a new sense, 
that is, in terms of a minimum program for ~ children, 
when it added: 
••• the ultimate object of popular education is to 
49McKenna, .21?.• ill•, p. xiii. 
50Ibid. 
-
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teach children how to live righteously, healthfully, 
and happily, and that to accomplish this object it is 
essential that every school inculcate the love of truth, justice, purity, and beauty through the study also of 
biography, history, ethics, n~tural history, music, 
drawing, and the manual arts.)l 
Subsequent resolutions of the Resolution Committee, like 
that of 1915, with its Declaration of Principles, "• •• 
gave considerable impetus to the goal of social reconstruc-
tion • tt52 • • • 
But it remained for the Commission on the Reorgan-
ization of Secondary Education, "one of the most influential 
committees ever appointed by the NEA ••• ,n53 to draw to-
gether the many impulses operating on education in the early 
years of this century, to weigh, summarize, and sift them, 
and to weld them together into working principles that were 
to influence American education from 1918 to the present. 
Appointed in 1913 and continuing until 1921, this 
large commission of more than one hundred members from 
thirty states was kept from becoming unwieldy by careful 
organization and judicious work assignments. Of its fifteen 
bulletins, one is of particular importance: the Cardinal 
51National Education Association, Journal of Proceed-
~ and Addresses: 12QZ (Chicago: Univers1ty of Chicago 
Pr8Ss~907), p. 29. 
52-- . 
-McKenna, .2:e.. ill• , p. xxi • 
53wesley, .Q.:e.• ill·' p. 298. 
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Principles £! Secondary Education of 1918. 
These Cardinal Principles were the work of the Com-
mission's ~Reviewing Committee,~ which consisted of twenty-
six members--ten at-large and sixteen chairmen of sub-
committees (including Will Earhart for Music). Clarence 
Kingsley of Boston was chairman. 54 His job in reconciling 
all the subject-matter viewpoints of his committee members 
must have been a considerable one. 
The Committee began by pointing out that changes in 
American society had led the citizen to the point where he 
must (1) cope with problems of community life, state and 
national governments, and international relationships; 
(2} adjust himself to a more complex economic order; and 
(3) find constructive ways of spending his increased leisure 
time. 55 
Many more students were in the secondary schools: 
one in 73 of the total population in 1915 as against one in 
210 in 1890. This meant, said the Committee, that 
The character of the secondary school population has 
been modified by the entrance of large numbers of pupils 
of widely varying capacities, aptitudes, social 
54National Education Association, Report of the Com-
mission ~ the Reorganization £! Secondary Education== ---
Cardinal Prin0i¥les ot Secondary Education (Washington, b. c.: Bureau o Education Bulletin #35, 1918), p. 6. 
55 Ibid., p. 7. 
-
4.4 
heredity, and destinies in lite.56 
But even under the 1915 curricula, only one in nine 
entering elementary pupils was graduating from high school. 
"These facts can no longer be safely ignored,"57 said the 
Committee, citing the need to (1) give fuller attention to 
individual differences, (2) reexamine and reinterpret sub-
ject values and teaching methods with reference to "general 
discipline," (3) test subject values in terms of "activities 
of life," and (4) recognize the continuity of development iD 
children despite some speedup and&owdown.58 
A key concept of the Committee was that "education in 
the United States should be guided by a clear conception ot 
the meaning ot Demoeracy.n59 
~ purpose 2! democracy i! !£ ~ organize society 
~ each member may develop a!! personalitt primarily 
through activities designed tor the well-being of his 
fellow members ~ of society ~ a wme. - -
Consequently, education in a democracy, both within 
and without the school, shoUld-develop in each individ-
ual~ knowledge, intereats, ideals, habi~and 
powers wherebt he !111 find his place ~ ~ that place 
i2 shgBe ~ himself ~ so'Clity toward ~ Ilob'Ier 
~· 
56,ill!!.' p. 8. 
57rbid. 
-
58Ibid., pp. 8-9. 
59~.' p. 9. 
60 ~· The italics are in the original. 
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This commission, therefore, regards the foll~1ing as 
the main objectives of education: 1. Health. 2. Com-
mand gf fundamental processes rreading, writing, fig-
uring 1]. 3. Worthy Home-membership. 4. Vocation. 
5. Citizenshipt 6. Worthy Use of Leisure. 7. Eth-
ical Character.o2 
Obviously, the Cardinal Principle most nearly re-
lating to music education is number six, Worthy Use of Lei-
sure. In expounding this point, the Committee says, 
Education should equip the individual to secure from 
his leisure the re-creation of body, mind, and spirit, 
and the enrichment and enlargement of his personality. 
This objective calls for the ability to utilize the 
common means of enjoyment, such as music, art, liter-
ature, drama, and social intercourse, together with the 
fostering in each individual of one or more avocational 
interests. 
Heretofore the high school has given little conscious 
attention to this objective. It has so exclusively 
sought intellectual discipline that it has seldom 
treated literature, art, and music so as to evoke g1ght 
emotional response and produce positive enjoyment. J 
The Committee included a plea to relate work with 
idealism and culture with the workaday world: nrt stands 
squarely for the infusion of vocation with the spirit of ser-
vice and for the vitalization of culture by genuine contact 
with the world's work."64 Secondary school subjects, it 
added, needed extensive reorganization in order to contrib-
61Ibid., 
-
p. 13. 
62~., p. 9. 
63Ibid., 
-
p. 15. 
64-rbid.' p. 16. 
-
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ute to the outlined objectives. 65 The Commission's various 
sub-committees were to elaborate on this point, each in 
terms of its own subject. 
An earlier report of the Reorganization Commission 
tackled the question of the contribution of various subjects 
to moral values. "Art," the eighth and last subject dis-
cussed, apparently included music, and was seen as preparing 
for the "worthy use ot leisure." The report stated: 
If there is any age above others which requires to be 
fed upon beauty, it is youth, with its disturbing new 
wealth of emotions. No recreation can be more wholesome 
at this period than the making of beautiful objects 
• • • • Group activities in musie and in dramatization 
offer opportunities for teamwork by which pupile6can effectively learn to cooperate for worthy ends.o 
Fortunately for music educators who wish to know how 
their subject fared under Reorganization, the Commission had 
a thirteen-member Committee on Music, with Will Earhart 
(Pittsburgh} as chairman and, after 1914, with Osbourne 
McConathy (Evanston), Edward B. Birge (Indianapolis), and 
Karl w. Gehrkens (Oberlin) as a kind of sub-committee to 
help construct detailed plans for the study and administra-
65Ibid. It was also recommended that the school sys-
tem itselr-hi reorganized on a 6-6 basis, with the first six 
years devoted to elementary education for pupils six to 
twelve and the second six years geared to meet the nams of 
pupils twelve to eighteen. See p. 18. 
66 National Education Association, Commission on Re-
organization of Secondary Education--Mora! Values In~econd­
~ Education-rwashington: Bureau of Education Bullitin #51, 
I9I7}, p. 36. 
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tion or courses in high school music. Other members were: 
Ralph Baldwin (Hartford), Hollis E. Dann (Ithaca), Charles 
H. Farnsworth (New York City), c. A. Fullerton (Cedar Falls, 
Iowa), Henrietta Baker Low (Baltimore), w. Otto Miessner 
(Milwaukee), Gertrude B. Parsons (Los Angeles), Charles I. 
Rice (Worcester), and Elsie M. Shaw {St. Paul). A brief 
account of their deliberations follows. 
In 1913, as the Commission was getting under way and 
chairmen of the various subject-committees were preparing 
preliminary statements, the Chairman of the Committee on 
Music (Earhart) laid down the following guide-lines: (1) 
music has a lasting moral effect upon the personality, for 
In common with the other arts and literature, and 
perhaps in higher degree, music teuds to develop finer 
subjective life in the individual.o7 
(2) It is good that "Children in the grades are taught to 
value beauty of tone and to secure it in their own sing-
ing ••• ," but the "line of approach," based upon song 
only, is insufficient.68 Music experiences in the grades 
must be broadened in preparation for high school. (3) In 
high school, the student must be brought "• •• into know-
ledge and understanding of the great music of the world" 
67National Education Association, The Reor anization 
of Secondary Education--Preliminary Statements wash ngton: 
BUreau of Education Bulletin #41, 1913}, p. 66. 
68~., p. 67. 
through these recommended branches of study: ensemble sing-
ing {~o commonplace tune, badly harmonized, should be ad-
mitted because the text with it means well"), chorus prac-
tice, musical appreciation (music history, form, biography, 
aesthetics), harmony, counterpoint, and orchestral en-
semble.69 {4) "Choruses of boys, choruses of girls, and 
brass bands may under some conditions be deemed desir-
able.n70 {5) High schools are not expected to give the full 
range or suggested experiences, but should select from them 
as their means make possible.71 
When the full report of the Committee on Music ap-
peared in 1917, it carried a foreword by the United States 
Commissioner of Education, P. P. Claxon, in which he said, 
Probably no subject taught in our public high schools 
has greater practical and cultural value than music when 
it is well taught, but unfortunately it is too often not 
taught at all, and in those schools in which it is 
taught the purpose is frequently misunderstood, the 
methods false, and the content trivial.72 
Plain talk, this. Yet the period was one or plain 
69~., p. 73. 
70~., p. 74. 
7lrbid. Mr. Earhart admits he is drawing heavily 
upon the ~ report of 1912, in which music programs for 
varying high school situations are spelled out. 
72National Education Association, Report £! ~ 
Commission on the Reorganization of Secondary Education--
Music in seconaar' schOols (Washington: Bureau of Education 
Bulletin #49, 191 ), P• 5. 
A.-9 
talk and honest appraisal, and the Committee did its best to 
rise to the occasion. Its first step, "• •• to construct 
a platform of educational belief with regard to musio,"73 
had been accomplished with its 1913 statement, discussed 
above; the second aim was to provide practical help for ad-
ministrative problems by being as specific as possible about 
implementation of the high school music program. Here the 
sub-committee of McConathy, Birge, and Gehrkens, mentioned 
earlier, played an important part. 
The Committee began its 1917 report with a General 
Statement which was largely that of 1913 somewhat reworked. 
There were the same claims for music's ability to "• •• de-
velop a finer subjective life;" but in addition a new strong 
note was sounded: 
• • • appreciation, not pr0ficiency in technical 
accomplishment of any kind, i~ the large aim of instruc-
tion in music in high school.~4 
There followed a discussion of the values of high 
school music education. These were held to be (1) aes-
thetic, with emphasis upon music's reaching "the depths of 
man's emotional nature ••• ;• (2) social; (3) avocational; 
and (4) vocational.75 
73~., p. 7. 
74rbid. 
-75~., pp. 12-14. 
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Three types of pupils were cited: the little-inter-
ested and nonmusical, the interested but untalented, and the 
talented.76 For each type, separate "music opportunities" 
were recommended. The first type was to have a course in 
chorus singing, with due regard to "good" but "practicable" 
music. The second could have chorus singing as "required or 
elective," plus three electives: music appreciation, theory 
of music, and glee clubs. The third was to have the second 
group's program, plus orchestra as an elective and special-
ized training in solo vocal or instrumental performance, also 
as an elective.77 
The Report proceeded to discuss these various courses 
and activities, including such questions as what Theory or 
Music should consist of and whether uncooperative pupils or 
the first type should be expelled from class (the consensus 
was that they should). A plan was offered wherein the qual-
ity of the instructor might be determinea. 78 School credit 
was recommended for outside voice or instrumental study. 
The total amount of credit which was to be available to 
music from instruction both in and out of school was to 
76~., pp. 14-15. 
77~., pp. 15-16. 
7S~., p. 29. 
51 
range from one and three-fifths to four units.79 
The period was one which gave birth to John Dewey's 
Democracy and Education, in which the general aims in demo-
cratic education were seen to be development according to 
nature, social efficiency, and culture or personal mental 
enrichment. 80 Handlin's monograph on Dewey, which is essen-
tially an attempt to trace some of the educational positions 
(in the period 1870-1910) against which Dewey was reacting, 
points out that the schools' misguided efforts to "soften 
and ennoble" its charges had a particularly "enlightening" 
example in music, with its claims to a regulating, moral 
effect. Handlin says: 
In the logical progression or this argument, music 
had become not that which people enjoyed, but that 
which was good for them. 
The result, in the schools, was a steady shift in 
emphasis to courses that would identify good music and 
bring "added culture and refinement" into children's 
nature. 
But • • • the culture communicated thro~h the school 
was unrelated to the life of its students. 
The second decade of the twentieth century provides 
ample evidence that music educators were trying to relate 
79Ibid., p. 33 • 
............ 
80John Dewey, Democrac{ and Education (New York: The 
MacMillan Company, 1916), p. 4~ 
Sloscar Handlin, John Dewe~'s Challen~e to Education (New York: Harper and Brothers, 1 59), pp. 3 -3~ 
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their subject to the life of their students. We see the 
trend in such isolated expression of sentiment as Peter 
Dykema's in 1914 concerning the need to bring music into 
practical contact with community life, 82 but we see it in 
its most emphatic and systematic form in the Reports of the 
Commission's Committee on Music. Its members were learning 
tothink in terms of large social values, as exemplified in 
such recommendations as to make the high school a center for 
community music83 or to exploit its value as a socializing 
force contributing to the "• •• joys of social inter-
course.n84 
But they still held, as we have seen, to the dogma of 
music's moral influence, and they were becoming more, not 
less, concerned with the quality of music in education. They 
continued to embrace the concept of what Dewey scornfully 
called the "officialn85 arts and what in a later day Lerner 
82National Education Association, Journal of Proceed-
~ and Addresses: ~ (Chicago: University of Chicago 
PreSs:-!914), pp. 62~3. Dykema's paper is entitled 
"Community Music--an Opportunity". 
83National Education Association, Report of the 
Commission on the Reorganization of Secondary EducatiOn--
Music in Seconnar' Schools (Wasliington: Bureau of Education 
Bulletin #49, 191 ), p. 36. 
84rbid., p. 13. 
85John Dewey1 ~As Experience (New York: Minton, Balch and Co., 1934J, p. ~8. 
was to call the "elite" arts. 86 
V. THE JOINT COMMISSION ON THE 
EMERGENCY IN EDUCATION 
53 
After the vigorous example established by the Commis-
sion for Reorganization of Secondary Education, other common 
areas of education began to feel the need to follow suit. 
The National Council of Education's Committee on the Reor-
ganization of the Seventh, Eighth, and Ninth Grades noted in 
1923 that music and art were already "required constants," 
but in need of being even more "firmly established." It 
further noted: 
The purpose of the elementary school to make the 
aesthetic and cultural values of music and art the 
~ommon right of all pupils~as been accepted by the 
Junior high school • • • • 
A commission was set up in 1920 by the Association to 
do for the elementary school what its predecessor had done 
for the secondary school. This was the Commission on Re-
organization of Elementary Education, and it was to make 
annual reports for three years without ever reflecting the 
8~ax Lerner, America As a Civilization (New York: 
Simon and Schuster, 1957), p.~74. 
87National Education Association, Addresses and Pro-
ceedings:~ (Washington: the Association, l923),-p7 442. 
This committee, like its model, desired to "deal with the 
life and environmental experiences and the immediate needs 
of early adolescent pupils." (~~3.) 
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urgency or the thoroughness of its secondary school counter-
part. Its report of 1921, made by Chairman Margaret 
McNaught of California, cited the need not only to teach 
children how to earn a living but to teach them the things 
that make life worth living. She said, 
We must aim to develop whatever of original genius 
there is in the mind, for while services of the multi-
tude enrich, it is only through the illumination of 
creative genius that ~8nation is made glorious and humanity enlightened. 
But, McNaught continued, 
Elementary teachers are feeling the burden of too 
many subjects taught; and everywhere we hear the call 
for minimum essentials. But what are minimum essen-
tials?89 
What, indeed, were the minimum essentials? The 
eighteen members of the Commission gave themselves a great 
deal of trouble to find an agreeable answer, but never did 
arrive at anything conclusive. The Commission rather in-
effectually concluded its efforts in 1923 with two reports: 
Education 2! Blind, Crippled, ~Defective Children; and 
SSNational Education Association, Addresses and Pro-
ceedings: 1921 (Chicago: University of Chicago Press;-1~), 
p. 131. 
89 Ibid., p. 133. To confuse the issue, it might be 
pointed out that the National Council of Education also had 
at this time an independent Committee on Changes Needed in 
the Elementary School Course. This group, of which Kath-
erine D. Blake of New York was chairman, was not at all 
ba•kward in naming the essentials. They were: English (without grammar), History, Spelling, Training for Parent-
hood, Science and Manual Training. See pp. 365-366. 
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Education~ 1B! Immigrant.9° 
The Rural School Committee gave a long, multi-section 
report in 1923 which to the modern eye dramatically sets the 
rural school of that period off from the urban type. The 
latter "• •• poorly answered the needs of our agricultural 
population.n91 Schools "• •• should teach what a modern 
agricultural population ought to know in order to get the 
greatest good of life." Therefore, the subjects, like 
arithmetic, geography, and so on, must be taught in terms of 
special rural uses. Music is not discussed here, except 
that it is included in the recommended daily schedule of a 
one-teacher school where pupils are broken into three groups 
(music, but not drawing, is in the daily schedule of each): 
Group I (~rades 1, 2, 3) 
Group II (~rades 4, 5, 61 
Group III {grades 7, 8)92 
From all accounts, music teaching in rural schools 
must have left much to be desired. Fullerton, in a paper 
read before the Department of Music Education some three 
years later than the report recounted above, called rural 
school music "extremely unsatisfactory," and defined two 
paramount needs: (1) pupils and teachers should have at 
90National Education Association, Addresses and Pro-
ceedings:~ (Washington: the Association, l923),-p7 250. 
91~., p. 303. 
92Ibid., p. 307. 
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least adequate training in the recreating of music.93 
Postwar conceptions of civic and social responsi-
bility had implications for adult education. A Committee on 
Enrichment of Adult Life concluded in the early 1930's that 
evening schools were the logical means, and there was dis-
cussion of how best to set up such schools all over America. 
The fine arts figured prominently in the Committee's delib-
erations. "In preceding years," said James A. Moyer of 
Boston for the group, "vocational education has been 
stressed; now an avocational program is needed and must be 
developed.n94 
But the exigencies of tbe Great Depression intervened 
in the grand plans of educators, and many of their logically 
constructed outlines for the future suddenly became lux-
uries. Free public education appeared for a time in the 
early 1930's to be in danger for its life. Two committees 
appeared, called into existence by the emergency. 
One was the Committee on Social-Economic Objectives, 
created by the Association at its Los Angeles meeting in 
1931. The mood or this eight-member group appears to have 
been one of some bitterness that such a retrogressive fate 
93National Education Association, Proceedings: 1926 
{Washington: the Association, 1926), p. 533. 
94National Education Association, Proceedings: 122! 
(Washington: the Association, 1931), p. 256. 
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could have befallen its profession. Its activities were 
limited to discussions of (1) where education had gone wrong 
in the past, and (2) what education could do about prevent-
ing the recurrence of such calamities. Fred Kelly, its 
chairman, said in its 1932 Report, 
Hereafter educators are to assume some responsibility 
for revealing and reshaping the great goals of American 
life. The NEA is saying ••• that a social order can 
be built in which a soci~l collapse such as the present 
one will be impossible.9; 
The second was the Joint Commission on the Emergency 
in Education, appointed in 1933 by the Association and the 
Department of Superintendence "• •• to inquire into the 
difficulties, financial and otherwise, which the schools are 
encountering, and to take action to end these difficul-
ties • • • • n96 There were ten members, plus a board of 476 
regional consultants. John K. Norton of Columbia Univer-
silr, Chairman, reported in 1933, 
Under cover of the depression, proposals are being 
made which strike at the very roots of the principles 
95National Education Association, Proceedings: ~ 
(Washington: the Association, 1932), p. 209. 
96National Education Association, Proceedings: 1222 
(Washington: the Association, 1935), p. 166. The Joint 
Commission of 1933-1935 is not to be confused with the Com~ 
mission on the Emergency in Education of 1917-1920, which 
had been set up during World War I to deal with problems 
arising from the war. See its Final Report in National 
Education Association, Addresses and Proceedings: ti2£ (Chicago: University of Chicago Press, 1920), pp. - 8. 
upon which free education has been developed in this 
country • • • • It is of the greatest importance that 
teachers and other conscientious citizens should re-
appraise the role of public education in the light of 
the better economic, political, and social order towards 
which all constructive thinkers are working.~? 
The Commission worked fast. It was appointed early 
in 1933 and by mid-summer had published three bulletins and 
leaflets: "Meeting the Emergency in Education;" "Before You 
Cut That School Budget;" and "Helping Citizens to Know Their 
Schools.n9S Its ability to act was doubtless facilitated by 
a $4750 grant from the Carnegie Corporation.99 
An editorial from an educational publication of the 
time summarized the Commission's function as to work out 
means to make useful contact with the public; to "--identify 
and 'smoke out' the enemies of public education," to "iden-
tify and utilize the friends of education," and to "keep in 
touch with labor groups and the American Legion which have 
shown a constructive interest in education.nlOO There is 
little doubt of the Commission's political liberalism, typi-
fied by its distrust of "business,nlOl its criticism of 
97National Education Association, Proceedings: !222 
(Washington: the Association, 1933), p. 186. 
98Ibid. 
99~., p. 187. 
100 
, "Attacking the Educational Emergency on a 
Wide Front," School Review, 41 (May, 1933), 327. 
101National Education Association, Proceedings: 1933 
(Washington: the Association, 1933), p. 191. 
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"selfish groups,nl02 and its hopeful attitude toward the new 
Roosevelt administration. It suggested, "One of the phases 
of the New Deal • • • should consist of a general overhaul-
ing of the purposes, scope, and procedures of public educa-
tion.nl03 
In this trying period the Commission could not con-
cern itself with the fates of individual subjects, when it 
felt that entire areas of instruction, like the high school 
itself, were in danger of extinction. 104 But the Department 
of Secondary Education could and did address itself to the 
problems of the various subject matter disciplines within 
the "changing curriculum." In this colloquy, held at the 
Association's 1933 convention, Anne E. Pierce of the Univer-
sity of Iowa spoke of music education's troubles during the 
current economic recession. In the attempt to exorcise the 
"fad and frills" spectre which had inevitably arisen, she 
ironically pointed out that "probably music is the oldest of 
the educational fads •••• nl05 However, she said, 
The present crisis will not be in vain if it serves 
to arouse in teachers of music a desire to correct de-
fects now apparent in the instruction of their subject 
and causes them to reconstruct their courses so as to 
meet the challenge of a social and economic organism 
102~., p. 229. 
103~., p. 191. 
l04Ibid., 
........... 
p • 185. 
105~., p. 497. 
obviously now undergoing change.l06 
In 1934, Norton summarized the Commission's work at 
a later stage of its career: 
We are just completing three of the most disastrous 
years in educational history. For the first time, a 
depression has brought serious harm to the schools and 
has resulted in restriction and even denial of educa-
tional opportunity to millions of children. 
A quarter or a million teachers are serving under 
conditions which are inferior to those provided the 
unemployed under the relief program.l07 
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These are the conditions, he continued, which the 
Commission "• •• has struggled to alleviate ••• ," and 
"there are clear signs that educational recovery has 
begun.nlOS He cited the Commission's new publication, 
"Evaluating the Public Schools," and offered several sug-
gestions about improving the communication between educators 
and general public.109 
At the Denver meeting in 1935, Norton gave the Com-
mission's Final Report, summing up its three-year activities 
l06rbid. 
107John K. Norton, ~nork of the Joint Commission on 
the Emergency in Education," School~ Society, 40 (July 
28, 1940), 105. 
108Ibid., p. 106. 
109rbid., p. 108. Norton pointed out that some four 
hundred educational committees over the country had prepared 
or were preparing reports bearing upon educational recovery 
and reconstruction, indexed in the Commission's newly 
printed "A Directory of National Deliberative Committees in 
Education." See 110. 
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in the interests of (1) supporting the principle of equal 
educational opportunity and (2) planning for fundamental im-
provement of conditions in schools. But, said the chairman, 
a group needs to be formed to speak with more force and to 
operate over a wider range of time. Therefore, the Commis-
sion was recommending its own dissolution, in deference to 
the suggested new group. 
There should be created jointly by the Executive 
Committees of the National Education Association and the 
Department of Superintendence an Educational Policies 
Commission. This commission should be made responsible 
for the development and execution of a losg-term program 
for the National Education Association.ll 
So, at its own suggestion, the Joint Commission on 
the Emergency in Education was discharged, with the compli-
ments and good wishes of the profession. One publication 
said editorially, "• •• the educational world is not likely 
soon to forget the admirable service rendered during a most 
trying period."lll 
ll~ational Education Association, Proceedings: !2l2 
(Washington: the Association, 1935), p. 167. 
111 , "The Joint Commission on the Emergency 
in Education Evolves into a Commission on Educational 
Policies," School Review, 43 (September, 1935), 489. 
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TI. SmooillY 
The work of a few influential committees has been 
discussed, with the intention of providing a selection of 
the most significant attitudes of the Association toward 
music in American education over a large proportion of its 
career. By the evidence so far adduced, the Association in 
its early years demonstrated good will toward music, but 
tended to justify the subject, like that of drawing, neither 
for enjoyment nor as art for art's sake, but for its func-
tion as contributor to ~ priori notions of morality, social 
or economic life, or health. 
Object Teaching, in the 1860's and 1870's,represented 
American preoccupation with method, particularly method 
based upon the tangible and the practical, but one important 
element in it was its emphasis upon student interest, an 
emphasis which may be traced through subsequent methods to 
the present. Music's importance within the method is not 
clearly defined, beyond the notion that it offers one of 
many sensory experiences of an object, but it is certain 
that music educators like Lowell Mason had anticipated the 
method in their own earlier applications of the Pestalozzian 
psychology, and hal long made use of its general principles 
in the teaching of vocal music, particularly as regards 
their insistence that the aural should precede the nota-
63 
tional experience ("the thing before the sign"). 
Silver's Music Status Report of 1889 shows that music 
education was still largely restricted to vocal music in the 
elementary school, and that even there its implementation 
was far from ideal, but based upon attitudes of adminis-
trators and fellow teachers, the subject's prognosis could 
only be optimistic. The moral value of music was still 
stressed. 
By World War I, reorganization of education was in 
the air, based upon social, egalitarian values for which one 
spokesman was John Dewey. The emphasis had shifted in music 
from techniques to appreciation. The Commission for Reor-
ganization of Secondary Education's Cardinal Principles of 
1918 inclUded one called Worthy Use of Leisure, which for 
the first time laid down the principle that the arts should 
serve an avocational purpose for all. 
But many of the fine blueprints for education were up-
set by the depression of the 1930's. The Joint Commission 
on the Emergency in Education of 1933-35 attempted to set up 
a liason with the public on common crises, largely finan-
cial, which struck at the very roots of American education, 
during which, of course, music was attacked as one of the 
frills. The Commission, finding itself unequal (as consti-
tuted) to the task, recommended the formation of the Educa-
64 
tional Policies Commission, which was duly organized in 
1935, and which will be examined in Chapter V of this study. 
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CHAPTER IV 
THE NATIONAL COUNCIL OF EDUCATION 
The Association, soon after its beginnings, saw the 
need for a deliberative body of authority, permanency, and 
high qualification to consider the many problems which 
pressed in upon education from every side. Wesley says: 
The problems crying for solution were indeed numer-
ous: the education of the freedmen, illiteracy, 
Federal aid to education, the function of the super-
intendent, mental discipline, the decline of the 
classics, compulsory school attendance, curriculum 
changes, methods, textbooks, and above all in impor-
tance, the training of teachers. These and dozens 
of other issues, inevitable in a nation that was try-
ing to evolve state systems and a national policy, 
arose to trouble the educators.! 
The chief instigator of the new organization was 
Thomas w. Bicknell of Boston, who campaigned for it in print 
and in an address before the Department of School Superin-
tendence in February, lSSO. His address and its recommen-
dations were referred to a Committee of Eleven to prepare a 
plan of organization. The plan was duly drawn up, presented 
to the Board of Directors and thence to the general assem-
bly, and unanimously adopted in July of the same year. 2 
!Edgar B. Wesley, NEA: The First Hundred Years (New 
York: Harper and Brothers~957r;-p. 264. 
2National Education Association, Addresses and 
Journal of Proceedings: 1S80 (Salem, Ohi~atem, 
I88o), PP: 9o-91. -
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I. ORGANIZATION AND EARLY YEARS 
The fifty-one members of the National Council of 
Education (hereafter called the Council) were to be chosen 
by the Association's five departments and its Board of Direc-
tors, and by the Council itself. Members were divided among 
twelve sub-committees, which dealt with such subjects as 
State School Systems, Pedagogics, Normal Education, and 
Secondary Education. The Council's 1882 report said, 
The committees study topics by themselves and 
present their conclusions to the Council at the annual 
meeting which is held in connection with the National 
Association.J 
The first President, understandably, was Thomas w. 
Bicknell. His colleagues on the Council included some of 
the most distinguished educators of the period: William T. 
Harris, Henry Barnard, D. B. Hagar, T. L. Pickard, Aaron 
Gove, Louis Soldan, and others. 
The organization's purposes were left quite amor-
phous; the preamble to the constitution adopted in 1880 
stated it was "• •• to consider educational questions of 
general interest and of public importance, and to formulate 
such conclusions as may be reached •••• "4 Bicknell him-
3National Education Association, Journal of Proceed-
~ and Addresses: ~ (Boston: Alfred Mudge and Son, 
rss-2), p. xiv. 
~ational Education Association, Addresses ~ 
self echoed these generalities in the magazine of which he 
was editor, calling the Council's area of concern "· •• a 
field of indefinite size, ••• for investigation and con-
clusion and formulation and expounding of grounds and 
reasons."5 
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The revised preamble of 1884 gave some clarification, 
but not much: 
The National Council of Education shall have for its 
object the consideration and discussion of educational 
questions of general interest and public importance, and 
the presentation, through printed reports, of the sub-
stance of the discussion and the conclusions formulated. 
It shall be its object to reach and disseminate correct 
thinking on educational questions.6 
The key words here are, "• •• to reach and dissem-
inate correct thinking on educational questions." Bick-
nell's magazine had earlier given the game away, when it 
said editorially, 
No organization in the United States is so potent to 
mould [sic] and direct, through its published trans-
actions,7educational thought for the masses as the 
Council. 
Journal of Proceedings: 1880 (Salem, Ohio: Allen K. Tatem, 
1886), p:-92. The Council should not be confused with later 
groups like the American Council of Education or the 
National Council for American Education. 
5 
, "The National Council of Education" 
(Editori-a~lT)-,~E~d~ucation, 2 (September-October, 1881), 98. 
~ational Education Association, Journal of Proceed-
ings and Addresses: 1884 (Boston: J. E. Farwell,-r885), p:-o4:- -
7 ____ , "The National Council of Education" 
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For, as the reader will have seen, the Council's ap-
proach was authoritarian, and there hovered over its delib-
erations something of Olympian detachment from the masses 
whom it was supposed to be serving. Only its members were 
welcome to its meetings, although others managed to get in, 
often quite innocently thinking they were attending simple 
discussion meetings like any other convention meetings; "The 
general body of educational people was not invited and for 
fostering the philosophical type of thought was not 
wanted."8 In order to assure its isolation from non-
members, the Council took to scheduling its meetings in 
smaller and smaller halls.9 
Its assumptions, of course, were those of the tradi-
tionally, classically educated scholars of the nineteenth 
century "• •• that there were such entities as good taste, 
truth, correct thinking, right answers, and 'the best that 
has been thought and said,'nlO and that its members were 
qualified to speak for these entities. Since in the tradi-
tional curriculum of their youth, there was little place for 
(Editorial, signed "H. H."), Education, 3 (September, 
1882), 102. 
8National Education Association, Addresses and Pro-
ceedings: 1920 (Chicago: University of Chicago Press, !920), 
pp. 110-111. 
9'\f 1 . t 266 v.es ey, .2R• .£L•, p. • 
10~., p. 265. 
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the fine arts, they did not labor to any serious degree to 
make curricular space and justification for the fine arts 
now. Were not the established educational principles abso-
lute and perennial? 
The onslaughts of change were destined to make their 
effect on the reactionary Council, however, although the 
process would be a slow one. When Dr. Edward Brooks of 
Philadelphia, addressing the Council in 1886, undertook to 
rank the subjects of the common school studies in what he 
considered their most vital context, namely, as they could 
be used in training the various faculties (perception, mem-
ory, judgment, attention, taste, etc.), he ranked Latin 
highest and Music twelfth, as summarized in Table II. 
A year later, in 1887, the Council's Committee on 
Pedagogics, Louis Soldan, chairman, reported on "The Func-
tion of the Public School," referring largely to the first 
eight grades: 
The subjects of instruction in the common school are: 
the acquisition of the means of civilized communica-
tion, language, reading, writing; arithmetic, which 
supplies the measure for the exchange of the common 
necessaries of life and the more general economic 
values; a general knowledge of the country, its re-
sources and position in the world, or popular geo-
graphy; a knowledge of the institutions of the coun-
try, of their growth, and of the duties of citizen-
ship. 
In addition to these studies which refer to the 
duties of citizenship more particularly, there are 
others which may be incorporated into the curriculum 
TABLE II 
RANKING OF CERTAIN COMMON STUDIES CONTRIBUTING 
TO THE DEVELOPMENT OF VARIOUS FACULTIEsll 
Relevant FacUl t1_es 
~ '"d ~ H N~ C-t H t::1 :x> t-3 c::'tCD $Da & ~~ ~CD c::'t !» ~ ..... 1-i ~ c::'t$!1 Slli:S (J)j:ll c::'t to 00 b~ c::'tCD ~ S:O• CD c::'t S::I:SCD 1-;t ..... 1-;t ~ to ::s CD ~ '? c.:: I:SI::::J OS» 0 ct I ::s~ ::s ::s 1-'• 
Subject (Ranked) CD ..... ct ~ ..... 0 I eli: I:S 
1. Latin X X X lx X X X X 
2. Geometry X X X X X X X X 
3. History X X X X X X X X X 
4. Arithmetic X X X X X X X X 
5. Grammar X X X X X X X X 
6. Literature X X X X X X X 
7. Algebra X X X X X X X 
8. Natural Philosophy X X X X X X X X 
9. Botany X X X X X X X 
10. Geography X X X X X X X X 
11. Reading X X X X X X 
12. Singing X X X X X X 
13. Physiology X X X X :X X 
14. Drawing X X X X X X 
15. Orthography X X X X X 
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11National Education Association, Journal of Proceed-
~ and Addresses: 1886 (Salem, Massachusetts: ObServer 
BOOK and ~ob Print,~), p. 414. 
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of the public school, since its aim is to train and de-
velop manhood and womanhood and to supplement family and 
church instruction. The child should learn the laws of 
health, and have a general knowledge of the most common 
objects and laws of nature. Since he should be prepared 
for the duties of civil life, the local conditions or a 
system of schools may influence the course of study. 
Thus in cities or manufacturing centers more attention 
might be paid to drawing than in rural schools. 
Singing, originally introduced to aid church educa-
tion, remains an object of instruction in most of the 
public schools, on account of the ennobling influence 
it has on the sentiments and the will, and on account 
of the assistance which it gives in the management of 
the classroom.L2 
It must be noted that the claim for music education 
as a disciplinary aid is a rather singular one from the 
standpoint of other Association publications of the period, 
but it does assuredly comply with the utilitarian imperative 
affecting all "new" subjects. But at least the Council was 
being forced to consider the fine arts and their place in ed-
ucation, in terms which may perhaps be typified by Provi-
dence's General T. J. Morgan in a paper read before the De-
partment of Music in the same year, 1887. 
It is really the question whether popular education 
shall be restricted to the merely practical, the useful, 
the bread-and-butter studies, or whether it shall in-
elude those which refine and liberalize. Shall we teach 
only facts, or shall we also teach the beautiful?L3 
12 National Education Association, Journal of Proceed-
~ and Addresses: riih (Salem, Massachusetts: ObServer 
BOOK and Job Print, ), p. 275. 
13 6 ~., p. 19. 
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An issue is hinted at here which will be met again: 
whether the masses of people are capable of responding to 
the fine arts or whether these "elite" arts are in reality 
only for an elite of class and education. The notion will 
be met particularly in pronouncements of the Council, though 
never very directly, for it is not the sort of sentiment to 
be openly expressed as a guide tor democratic education. 
A year after Silver's 1889 Report 2a the Conditions 
2! Music Instruction, discussed earlier in this study, the 
Council's Committee on Elementary Education reported on 
w.Essentials of Elementary Education," treating music so 
summarily as to cast doubt on Silver's optimisa regarding 
its future. 
Physical Training, this Committee held, demands the 
first consideration; ear and voice training (clear enunci-
ation, correct breathing in speaking and singing) are to be 
considered as intimately connected with physical training 
and as a part of its work.14 Other important subjects are 
reading and writing, history, geography, geometry, elements 
of natural history or physical science and moral training, 
"· •• in which the pupils may be led to decide on the 
14National Education Association, Journal of Proceed-
~ and Addresses: 1890 (~opeka: Kansas Publishing House, 
1890)~. 356. ----
right."15 Drawing fares rather well, but not yet as, pri-
marily, aesthetic experience. 
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The value of form and drawing is now becoming justly 
appreciated for ~training value in forming habits of 
accuracy in seeing, of correctness of representation; 
and this subject may be regarded as an essential in edu-
cation. The course in form and drawing prepares for and 
leads to further development of the pupils through 
manual-training exercises, giving such dexterity as is 
useful to all, and as will enable the pupil to acquire 
readily the skill needed in all lines of construction, 
and in useful arts.lo 
In the lengthy discussion which followed this report 
and which was recorded, no one bothered to speak up for 
music or drawing. The talk was of more traditional matters. 
There ~ getting to be a lot of subjects to think 
about in the elementary school. Association members com-
pared notes with colleagues from other countries in 1893 and 
found the same problem elsewhere. M. Buisson, for example, 
speaking of the French programme d'etudes primaires, listed 
morals and civics, reading, language (taught with object 
lessons), arithmetic, geometry, elements of natural science, 
elements of natural history, geography, writing, drawing, 
singing, gymnastics, and graduated manual work, and summar-
ized the list diplomatically as a "surabondance de rich-
esse."17 
15Ibid., p. 351. 
-17National Education Association et ~., Proceedings 
£!!£!International Congress of Education of~ World's 
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The Council had a Committee on Secondary Education, 
as has been seen. In fact, it is with secondary education 
that the organization has come to be most closely identi-
fied, largely through the work of the famous Committee of 
Ten. The Committee on Secondary Education made its modest 
yearly reports throughout the 1880's, trying to deal with an 
institution which was still emerging and whose functions 
were as yet uncrystallized, while keeping an eye upon the 
requirements of the colleges and the conflicting role of the 
private academy. (For instance, this Committee's 1885 Re-
port is entitled, "The Place and Function of the Academy", 
and it concludes that although the public high school had 
taken over many functions of the academy, there was still 
room for the latter as a college preparatory school.l8) 
The secondary school was a primary concern of the 
Council because its members were interested in higher educa-
tion, and high schools were considered a kind of junior arm 
of the colleges. High schools were not educationally ter-
minal, at least to the Council, but preparatory; what went 
on in them must necessarily take account of the desires of 
the colleges. 
Columbian Ex~osition: ~ (New York: the Association, 
1895}, PP• 2 4-265. 
lSNational Education Association, Journal of Proceed-
ings and Addresses: lf~i (New York: J. J. Little and Com-
pany,~86), pp. 447- • 
II. THE COMMITTEE OF TEN ON 
&~CONDARY SCHOOL STUDIES 
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This noted--or perhaps one should say notorious--
group, whose work may be reviewed in any history of American 
education, was appointed by the Council at its Saratoga 
meeting in 1892. The original Ten were: 
Charles ·N·. Eliot 
(President, Harvard College), chairman 
William T. Harris (United States Commissioner of Education) 
James B. Angell 
(President, University of Michigan) 
John Tetlow 
(Headmaster, Girls' High and Latin School, Boston) 
James M. Taylor 
(President, Vassar College) 
Oscar D. Robinson 
(High School Principal, Albany) 
James H. Baker {President, University of Colorado) 
Richard H. Jesse 
(President, University of Missouri) 
James c. MacKenzie 
(Headmaster, Lawrenceville, N.J., School) 
Henry C • King (Professor, Oberlin)l9 
It was determined at Saratoga to expand the Committee 
by the use of "conferences" on each of the high school sub-
jects, with ten members to a conference. A sum of $2500 was 
authorized for 1892-1893, and the Committee went to work. 
19National Education Association, Re~ort of the Com-
mittee of Ten on Secondary School Studies ( ew York~er­
ioan BoOk company, 1894), p. 4. 
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Two hundred leading high schools were polled to dis-
cover what subjects were being taught and how much time was 
being given to them. It was found that there were nearly 
forty subjects, with "wide diversity of practice", even with 
the "older subjects" like Latin and Algebra. 20 
A selection had to be made. At its Columbia Univer-
sity meeting in November, 1892, therefore, the Committee de-
cided to give its sanction to the following subjects: 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
Latin 
Greek 
English 
Other Modern Languages 
Mathematics 
Physics, Astronomy, and Chemistry 
Natural History (Biology, including Botany, 
Zoology, and Physiology) 
History, Civil Government, and Political 
Economy 
Geography (Physical Geography, Geology, and 
Meteorology) 
Each of the subject-matter conferences was assigned 
its ten members and began its work, directed to some extent 
by guide-lines which the original Committee had drawn up, 
like: 
Should the subject be treated differently for pupils 
who are going on to college, for those who are going to 
a scientific scho~l' and for those who, presumably, are 
going to neither? 
The educational world eagerly awaited the results of 
20Ibid., p. 5. 
21Ibid., p. 6. 
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all these goings and comings, these discussions, syntheses, 
and recommendations. One editorial writer spoke for many 
when he said, 
No committee appointed in this country to deal with 
an educational subject has ever attracted so much atten-
tion as this one, and everywhere confidence is felt that 
the vault of its deliberations will be wise and prac-
tical. It is not too much to expect that the leading 
colleges and the best secondary schools will be guided 
by its recommendations; that in consequence a long step 
will be taken toward providing this country with some-
th~g like a systematic organization of secondary edu-
cat~on.22 
The Report was submitted on December 4, 1893, and 
published for wide distribution in early 1894. It was an 
extensive report, running to 249 pages, with a good deal of 
space being taken up by the subject-matter conference ac-
counts. 
Proponents of the nine subjects wanted more time and 
importance in the curriculum. An exception was Latin, where 
the total time was felt to be satisfactory, but where an 
earlier start was suggested so that in later years the sub-
ject could be "• •• taken up with more amplitude and de-
tail."23 In fact, when the time recommendations of all sub-
ject areas were added,the total proved unrealistic in terms 
22 , "The Committee of Ten," Educational Re-
~' 6 (November, 1893), 409. --
23National Education Association, Reiort of the Com-
mittee of Ten on Secondar~ School Studies ( ew York:-- ---
American-Book rrompany, 18 4), p. 14. 
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of time available. 
The English Conference concerned itself with the 
study of English below the high school level as well as in 
the high school. Its members claimed as much time for Eng-
lish as for Latin, "• •• and it is clear that they intend 
that the study shall be in all respeots as serious and in-
forming as the study of Latin.n24 
The Geography Conference submitted the outline of a 
course which was to cover the entire twelve years of school, 
with descriptions of appropriate topics, methods, and appa-
ratus, and which was frankly recognized as ideal rather 
than practicable. 25 
Using a standard number of four rather than five 
periods per week, with the weekly total of periods running 
to thirty-two during the second, third, and fourth years of 
high school, the central Committee proceeded to set forth 
several suggested tables of time, in which the sanctioned 
subjects and others were arranged in differing patterns for 
various school situations and various educational ends. 
The fine arts were not in any of tbese. The Committee ex-
plained why: 
The omission of music, drawing, and elocution from 
24Ibid., p. 21. 
-25Ibid., P• 48. 
-
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the programmes offered by the Committee was not intended 
to imply that these subjects ought to receive no system-
atic attention. It was merely thought best to leave it 
to local school authorities to determine, without sug-
gestion from the Committee, how these subjects should be 
introduced into the programmes in add~~ion to the sub-jects reported on by the Conferences. 
Further suggestions were that drawing could be worked 
into the study of history, botany, geography, and other sub-
jects. Other overlooked subjects could be correlated with 
others, especially with English, in the same casual way: 
Again, neither ethics nor economics, neither meta-
physics nor aesthetics, appear in the programmes; but 
in the large number of periOds devoted to English [four 
periods weekly for four years ] and history [three and 
one-half periods weekly, average, for four years J there 
would be some time for incid~ntal instruction in the 
elements of these subjects.21 
The Conferences were unanimous on the question about 
different instruction for differently oriented groups; there 
should be no distinction. The Committee therefore con-
eluded, 
Thus, for all pupils who study Latin, or history, or 
algebra, for example, the allotment of time and the 
method of instruct~Hn in a given school should be the 
same year by year. 
This point needs to be emphasized, for it is one of 
the central concepts of the Report; it means that all stu-
dents who attended high school, whether they were in a ter-
26~ •• p. 48. 
28Ibid. , p. 17. 
-
27rbid., p. 49. 
-
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minal or a college preparatory course, must take undifferen-
tiated instruction wherever they encountered the sanctioned 
subjects--instruction that was really keyed to the brighter, 
college-bound students. The Committee said, "The secondary 
schools of the United States, taken as a whole, do not exist 
for preparing boys and girls for colleges.n29 But in their 
curricula they made few allowances for any other eventual-
ity. Moreover, we have seen that most of the Committee were 
professional college men, whose habits of thinking about ed-
ucation were thickly entwined with academic ivy. The educa-
tional world was not fooled by the disclaimer; one of the 
sharpest and most persistent criticisms was of the narrowly 
college-preparatory nature of the Report. 
The chairman, Charles W. Eliot, non-committally sum-
marizing the Report for the Educational Review, picked out 
as "suggestions and recommendations which have a certain 
importance •• •" the idea of using Saturday mornings for 
science laboratory work, and 
••• the declaration that every subject, which is 
taught at all in the secondary school, should be taught 
in the same way and to the same extent to every pupil 
so long as he pursues it, no matter what the probable 
destination of the pupil may be, or at what point his 
education is to cease; and the recommendation that 
every subject studied at all is to be studied so 
thoroughly and consecutively that it may provide a 
ISOSTaN UNIVERSITY 
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substantial mental training 30 • • • • 
Perhaps the most curious thing about the Report was 
the minority report of one of the original Ten, James H. 
Baker, who did not like the implied equality of value of the 
various subjects in the Committee's recommendation that any 
five of the nine should be thoroughly studied. Baker 
pointed out that college freshmen would present themselves 
qualified in widely varying combinations of subject areas. 
He also wanted to consider Philosophy, Psychology, and 
Science of Education, and seems to hint at courses in the 
fine arts. 
The training of 'observation, memory, expression and 
reasoning' (inductive) is a very important part of edu-
cation, but it is not all of education. The imagin-
ation, deductive reasoning, the rich possibilities of 
emotional life, the education of the will through eth-
ical ideas and correct ha£it, all are to be considered 
in a scheme of learning.J 
It will be noted that these are still the reserva-
tions of a traditionalist, but a somewhat more venturesome 
traditionalist than the nine others. Baker was not a bold, 
30charles w. Eliot, "The Report of the Committee of 
Ten," Educational Review, 7 (February, 1894), 108. 
3~ational Education Association, ReRort of the Com-
mittee of Ten on Secondary School Studies ( ew York: Amir= 
ican ~oOK Company, 1894), pp. 57-58. Elsewhere, Baker added 
a bit more definitely: "• •• we must consider the develop-
ment of imagination, right emotion and right will. In other 
words, aesthetic and ethical training is [sic ] most essen-
tial." National Council of Education, Proceedings: ~ (St. Paul: Pioneer Press Company, 1894}, p. 62. 
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fire-breathing champion of the fine arts, and should not be 
so considered. 
There were those in art or music education, however, 
who did feel that Baker had anticipated their own view-
points. One of these was John s. Clark of Boston, who was 
drawn by the quotations about "imagination" and ''the rich 
possibilities of emotional life." The main Report itself 
was hopeless, so far as the fine arts were concerned. "The 
reader," said Clark, "finds in this Report no recognition 
of art either as an historic inheritance or as a spirit-
inspiring individual expression.n32 He recalled for his 
readers the importance of art during the Age of Pericles, 
and continued, 
To leave art out of our plans for the education of 
the young is to deny to growing minds that strong in-
spiration wnich comes from a knowledge of man as a 
creator. To use art wisely as a means of education is 
to put the growing mind in touch with the growth of the 
race • • • • 33 
Other criticisms were coming thick and fast. The 
Rev. James c. MacKenzie, one of the Committee, recalled some 
of them for the Association's midsummer convention of 1894: 
1. The high school was regarded more as a prepara-
32John s. Clark, "Art in Secondary Education--.~ 
Omission by the Committee of Ten," Educational Review, 
7 (April, 1894), 376. 
33~.' 381. 
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tion for college than a terminal educational experience. 
(Even w. T. Harris, no anti-classicist himself, complained, 
"The classical programme, as might be supposed, received the 
lion's share of attention.n34) (2) "A second class of crit-
icisms relates to the omission of art studies, manual train-
ing, penmanship, elocution, and book-keeping." (3) Too 
vague a use was made of terms like "coordination" and "corre-
lation.n35 
Others reacted with papers read before the same meet-
ing, including James H. Baker, who bad now crystallized his 
thinking to the point of stating that the Report gave too 
little room to the fine arts. He now felt that "• •• draw-
ing should be largely employed in connection with most of 
the studies,n36 a conception not notably in advance of that 
of the Committee itself. There was a long discussion by the 
general membership of the Report and the criticisms of it; 
music was not mentioned. 
The Report was a favorite topic of the period. !a! 
Nation, Harpers Weekly, The Outlook, ~ Independent, ~ 
34william T. Harris, "The Committee of Ten on Sec-
ondary Schools," Educational Review, 7 (January, 1894), 3. 
35National Education Association, Journal of Ad-. 
dresses and Proceedings: ~ (St. Paul: Pioneer Press, 
1895), pp:-148-149. 
36 Ibid., p. 647 • 
............. 
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Dial, Atlantic Monthly, and The Century Magazine were among 
the periodicals which discussed it at considerable length. 
The more scientific members of the educational com-
munity predictably did not approve. G. Stanley Hall, the 
leader of the new Child Study movement, said, 
••• there is no perspective in it. There is no at-
tempt whatever to find out whether this study is worth 
more than that, whether this study should come first, or 
that should have more time • • • • It is easy to say 
this or that is a good thing. Drawing is good, music is 
good, manual training is good, just as those things that 
the committee treats, orthography and geography, are 
good. But subjects are not all of equal educational 
value.37 
Criticism persisted. Sometimes one must read between 
the lines to perceive that the Committee of Ten is being re-
ferred to. Association President Charles R. Skinner made 
this kind of statement in 1897 in his President's Address; 
the Report is not mentioned, but the meaning is clear: 
When less than one per cent of all pupils in the 
country are in college or university, it seems futile 
indeed to fashion any educational ~~stem based on 
collegiate or university training.j 
But Skinner was no spokesman for music, or for too 
much change in the status guo, either. In his enumeration 
of "essential studies required tor a common school educa-
37G. Stanley Hall 1 "The Committee of Ten,"~~ State Regents Bulletin, \July, 1894), 304. 
38National Education Association, Journal of Proceed-
~ and Addresses: ~ (Chicago: University of crn1cago 
Press~897), p. 56. 
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tion," he named reading, writing, spelling, arithmetic, geo-
graphy, grammar, American History, civil government, draw-
ing, and the underlying principles of hygienic physiology, 
and said: 
Thorough instruction in these subjects will meet the 
necessities of life, and give all the education that 
ninety-five per cent of the masses of our children can 
ever hope to attain • • • • 
If the course is to be enriched, let enrichment come 
through the equipment of the teacher.39 
To traditionalists, the Report must have appeared as 
a welcome check to the new, more scientifically oriented 
preoccupations with child study, pragmatism, and educational 
democratization; and in truth, within its own limitations, 
it was a most admirable job. Cremin, writing in 1955, calls 
it a "model of clarity and ••• entirely self-consis-
tent,n40 and says that as a representative document of the 
nineteenth century, it " •.•..• summed up with impressive co-
herence the best of the generation which had preceded it.n41 
Moreover, a majority of educators must have responded 
favorably to it, for it appears to have had a tremendous 
effect upon the secondary school curriculum, at least for a 
39Ibid. 
4°Lawrence A. Cremin, "The Revolution in American 
Secondary Education, 1893-1918," Teachers College Record, 
56 (March, 1955) , 296. 
41Ibid., 295. 
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while, Cremin says, 
The acceptance given the Committee of Ten Report was 
indeed overwhelming, and within a decade after its pub-
lication most American secondary schools had moved into 
line behind its proposals.42 
The trouble was, however, that within the decade in 
question, sociological and other changes were already making 
new demands upon the schools, as has been seen in Chapter 
III of this study, which were to reach their culmination in 
the 1918 Reorganization. 1893 and 1918 were poles apart, 
says Cremin; "In che contrast between the two lies a key to 
the pedagogical revolution which brought the modern high 
school into existence.n43 He continues, 
From an institution conceived for the few, the high 
school became an institution conceived for all •••• 
From an institution restrictively concerned with the 
intellectual, the high school became an agency with no 
less a goal than the progre~~ive amelioration of every 
individual and social need.44 
A comparison covering an even longer interim is made 
by Mehl, who finds interesting parallels between the Com-
mittee of Ten's Report and the Conant Report of 1959 on the 
high school. Mehl points out that {1) both use the concept 
of a comprehensive high school--the former by establishing 
four parallel courses of study with some amount of option 
42Ibid., 297. 
43Ibid., 296 • 
........... 
44rbid., 
............. 
307 • 
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for vocational and business programs, and the latter by ad-
vocating a flexible parallelism based upon careful guidance, 
with a core of general education for all--and (2) that 
Conant's four years of Mathematics, four years of language, 
four years of English, three years of Science, and three 
years of Social Studies as a basic course for the academic-
ally talented students matches the English curriculum of the 
Committee of Ten quite closely.45 
Conant's acceptance and constructive use of voca-
tional courses, as well as his stressing of guidance ser-
vices, are, in relation to the earlier Committee's attitudes 
toward education, departures, says Mehl. Also, there are 
differences arising out of the greater breadth of aims of 
the modern study: 
The efforts of the Committee of Ten were most suc-
cessful in those years when the secondary school lay 
in the hands of liberally trained teachers and adminis-
trators who had not yet met the problem of ~gs second-
ary education or the power of local control.4 
As for the Committee of Ten's treatment or non-
treatment of the subject of music, it will be recalled that 
music was not generally a part of the high school curriculum 
in the 1890's, anyway. Music education still meant vocal 
45Bernard Mehl, "The Conant Report and 
of Ten: A Historical Appraisal 1 " Educational Bulletin, 39 (February 10, 1960J, 37. 
46rbid. 
the Committee 
Research 
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music in the elementary schools; the members of the Associ-
ation's Department of Music Education continued to discuss 
the Sol-fa system, pro-and-con, during this time, apparently 
unperturbed by any implications for music of the Committee's 
Report. 
It was simply the misfortune of the fine arts that 
the predominant impulses guiding secondary education in the 
late 1800's were reactionary. The following period of Re-
organization was to be a more favorable one. 
III. THE COUNCIL AND THE PERIOD 
OF REORGANIZATION 
The Council did not play a leading role in Reorgan-
ization; that remained for more enlightened and progressive 
elements of the Association to perform. At best, the 
Council followed behind, slowly and at some distance. 
While the Council was engaged with problems of the 
secondary school in the 1890's, the Department of Superin-
tendence was evaluating elementary education through its own 
Committee of Fifteen. This Committee, made up of persons 
more directly concerned with its subject than was the 
Council's group, and more interested in relating the curric-
ulum to the child's social and natural environment, is 
notable chiefly for its emphasis upon correlation of subjec~ 
matter. Its proposal, that "music should be taught through-
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out the elementary course, and the sight-reading of music 
should have a prominent place in the study," was accepted by 
vote by the Department.47 The Committee further proposed 
that vocal music should have sixty minutes per week through 
the first eight years of school.48 
As for the rural schools, not covered by either the 
Committee of Ten or the Committee of Fifteen, the Council 
appointed a Committee of Twelve on Rural Schools, which made 
a long, comprehensive report in 1897. The eight-year course 
of study was to include Reading, Language, Arithmetic, 
Writing, Drawing, History and Geography, Morals, and Ele-
ments of Science.49 Music was not an official component of 
the curriculum, although the statement was made that "Sing-
ing and drawing should have such a place as their importance 
demands. At least two lessons per week for each of them 
should be insisted upon.n50 
The statement is puzzling for two reasons: (1) the 
Committee does not define the ftimportance" of the fine arts, 
47National Education Association, Journal of Proceed-
~ and Addresses: ~ (St. Paul: Pioneer PressiCompany, 
1~5)~. 236. 
48 Ibid., p. 328. 
49National Education Association, Journal of Proceed-
~ and Addresses: ~ {Chicago: University of Chicago 
Press:-T897}, p. 547. 
50~., p. 395. 
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but apparently leaves the matter to the relativistic judg-
ments of individual farm communities; and (2) in its recom-
mended forty-week teacher-training period, the Committee 
does not include any music whatsoever in its curriculum.51 
But, whether the Council or any of its Committees 
realized it or not, the time for the fine arts was at hand. 
In the same year as the Rural School Committee's report, 
Commissioner William T. Harris addressed the General Assem-
bly on the subject: 
The idea that sculpture and painting, music and 
poetry, have no other use than amusement must give way 
to the view which regards them as among the most serious 
and worthy occupations of the human soul.52 
The Council ~ pay lip service to the fine arts by 
devoting some of its share of the same 1897 meeting (most of 
the remainder of its time after the Rural School Committee 
Report) to the subject "The Aesthetic Element in Education." 
William T. Harris, John Dewey, and Mary E. Nicholson of 
Indianapolis all addressed themselves to this subject and 
the Council engaged in a short discussion afterwards.53 
It would be good to report that this occasion pro-
vided a dramatic augury for the future, but such was not the 
51Ibid. 
52Ibid., p. 262 • 
........... 
53~., pp. 217-246. 
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case. Harris spent much of his time on a metaphysical dis-
tinction between art of "sensuous pleasure" (i. e., an Ital-
ian boat song or a Scotch reel) and of "moral action" (i. e., 
a Beethoven symphony);54 Dewey did not even refer to the 
fine arts in his use of tbe term, "aesthetic element," but 
to an approach to all education in which "balance" and "rhy-
thm! are abstractions (balance "• •• is opposed both to 
random, undirected action and to repressed, or undeveloped, 
action. Rhythm involves regularity and economy in the se-
quence of actions");55 and the Council's discussion after-
wards was half-hearted and unimaginative.56 
The new century saw music firmly established, at 
least in the elementary school, bearing out Silver's hopeful 
prognosis of 1889. James H. Van Sickle of Baltimore noted, 
before the General Assembly, with more objectivity than per-
sonal approval, 
The curriculum of two decades ago will not now sat-
isfy the public. The studies then called special, and 
not by any means generally taught, as music, drawing, 
gymnastics, manual training, and elementary science, 
have ceased to be special and have become universal.57 
54rbid., p. 337. 
55~., p. 330. 
56Ibid., pp. 345-346. 
57National Education Association, Journal of Proceed-
~ and Addresses: 1901 (Chicago: University of [nicago 
Preas, 1901), p. 95. 
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G. Stanley Hall bespoke the approbation of the Child 
Study contingent, before the Council, referring particularly 
to music's ability "• •• to educate the sentiments," but 
putting in a word against an overuse of note-reading.58 · 
1906, the fiftieth anniversary of the Association, 
brought an attempt to sum up by Commissioner Elmer E. Brown, 
in which he leaves discussion of the fine arts to the last: 
It remains to speak of two of tbe highest aspects of 
educational achievement in which extensive beginnings 
have been made, but beginnings which nevertheless must 
be regarded as wholly inadequate. Our instruction in 
the fine arts, whether regarded on the side of pro-
duction or on the side of appreciation, has made very 
great advance within the past half-century. Particu-
larly within the past ten or fifteen years the effective 
teaching of music in the public schools has made grati-
fying progress, and much has been done in the higher 
teaching of music in special schools of that art • • • • 
Yet so far as the country at large is concerned, we 
must believe that our development in music and the other 
arts belongs mainly in the future, and that with thatde-
velopment there will come some of the finest things that 
may be hoped for by our democracy.59 
The other of the two factors referred to by Brown was 
"moral training." The period around 1910 was particularly 
filled with talk of moral education, with all its ramifica-
tions, semantic, religious, socio-political, and aesthetic. 
In 1909, for example, there were three papers on moral edu-
58rbid., p. 481. 
-
59National Education Association, Fiftieth Anniver-
~ Volume 1 1857-lf06 (Chicaso: University of Chicago PreSs, 1907J, P• 34 • 
60 
cation in the General Assembly and a round-table discus-
sion in the Department of Superintendence in which w. L. 
Tomlins' paper, WoMusic as a Moral Influence,"61 was among 
those read. 
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The Council had a Committee on a System of Teaching 
Morals in the Public Schools, which reported in 1911, giving 
a long list of desirable virtues such as obedience, kind-
ness, and honor, about which it said, vaguely, "Pupils 
should not only have some idea of the meaning of these vir-
tues but they should be trained in the practice of them 
until they become fixed habits.n62 Papers by M. G. Brum-
baugh, James Greenwood, Clifford W. Barnes, and John c. Carr 
were also read as a part of the Committee's Report. Carr 
called music a moral trainer, in company with a number of 
other things: 
The child or adult who acquires a genuine interest in 
nature, music, art, literature, or religion--yes, even 
in athletics, or making a kite or learning a trade or 
conducting a business--has something that6is or may be of genuine worth in developing character. 3 
60National Education Association, Journal of Proceed-
1as! and Addresses: ~ (Chicago: University of Chicago 
Press:-Y909), pp. 129=1;8. 
61 Ibid., pp. 245-248. Tomlins' was a rather mystical 
view invo!Ving the storing of energy through musical ex-
periences. 
62~., P• 345. 
63~., p. 353. 
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In the discussion which followed the Committee's Re-
port, D. B. Johnson of South Carolina was optimistic. He 
said: 
I believe the world is getting better, not worse. 
This great movement for moral education in the schools, 
with other great philanthropic movements of the day, is 
both an6tvidence and a result of the world's moral growth. . 
Sixteen others participated in this discussion. Of this 
number only Thomas A. Mott was to stand up for the fine arts 
as particularly pertinent to moral instruction. Mott was 
Superintendent of Schools in Richmond, Indiana; it is grati-
fying to see a fellow-worker in Will Earhart's old locale 
taking a strong pro-art position, although his orientation 
is more toward the visual arts than toward music. 
The school whose aesthetic environment is the high-
est, will, all other things being equal, stand in the 
life of the children as a mighty force for high moral 
standards. The school environment marked by harmony and 
form, and the presence in the school of a few real works 
of art, tends always to a moral uplift, and takes no 
time from the graded program of the so-called "neces-
sary" studies.65 
This Committee seems never to have had much influ-
ence; it is perhaps more affected by the times than affect-
ing, a qualification which must be applied to an unfortun-
ately high percentage of the Council's activities during the 
64Ibid., p. 415. 
65~ •• p. 417. 
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period 1910-1920. The Committee on Economy of Time in Edu-
cation (1908-1918), which worked jointly with the Department 
of Superintendence and the National Association of State 
Universities, is an exception in the sense that its progress 
report of 1911 identified some of the problems with which 
Reorganization was going to have to deal later. The Com-
mittee pointed out that (1) there was much waste in general 
education, including elementary, secondary, and college 
forms; (2) of material employed, little had permanent value, 
" • • • 
or indeed any value whatever, and less is retained;" 
(3) of methods used, only a very few led to power or char-
acter; and (4) results were not proportionate to the time 
and expenditure, and the public was asking for shorter time, 
greater efficiency, and an adjustment of eduqational aims to 
real civic needs, both practical and ideal.66 
Another of the Council's groups played a certain 
anticipatory part in 1912, namely, the Committee on High 
School Preparation of Students for Normal Schools, whose Pre-
liminary Report showed a composite of programs actuall~ com-
plted by high school students entering normal schools:67 
66~ •• p. 94. 
67National Education Association, Journal of Proceed-
~ ~ Addresses: 1912 (Chicago: University of Chicago 
Press, 1912), p. 530. 
BOST0N UNIVERSITY 
fiNE AND APPLIED ARTS UBRARY 
English • • • • • • • • • • • • • • • 3.8 units Foreign languages • . • • • • • • • • 3.4 Social Science 
• • • • . • • • • • • • 2.6 Mathematics • • • • • • • • • . • • • 2.0 Physical Science • • • • • • • • . • • 1.2 Biological Science • • • • • • • • • • .8 Earth Science . • • • • • • • • . . • .6 Music (vocal or instrumental • • • • • .2 Drawing (Design, Manual Training) • • .3 Agriculture & Household Science • • • .1 Other • • • • • • • • • • • • • • • • 1.0 Total 16.0 units 
This curriculum was not satisfactory, the Preliminary Re-
port continued, but was in need of alteration: 
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Normal school faculties reporting are pretty well 
agreed that for future elementary teachers there should 
be less foreign language, less algebra and geometry, 
more arithmetic, more biological science, more geo-
graphy, more of drawing and the other manual arts, more 
music, reading, and public spea~~g than we ordinarily 
find in the high school course. 
In the discussion, Charles Chapi~ of the Montclair, 
N. J., Normal School, held that candidates for normal 
schools should bring as part of seven necessary skills or 
abilities (1) the ability to draw from the object and (2) 
the ability to read music. 69 
The Final Report of this Committee on High School 
Preparation of Students for Normal Schools is published in 
the same Proceedings. It is here that a future conflict was 
most clearly anticipated, that is, the drawing of battle 
68rbid., p. 530. 
69rbid., p. 539. 
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lines between tteducationist" and "liberal arts" camps. The 
Final Report said: 
The chief defect of High-Schools from the standpoint 
of this inquiry is that in their aim, their curriculum, 
and their methods of instruction, and in their spirit 
and life they are too largely ~8minated by so-called 
college traditions and ideals. 
Here, surely, for the staid and conservative Council, is a 
radical statementt It surprises, for it is the sort of 
thing more likely to be found on the progressive side. 
Whether typical or not, this Report had little effect 
upon the practical world of education. The same is true of 
the 1911 Report of the Committee on Economy of Time; it 
identified an emerging problem of some magnitude, but pro-
vided no strong and forthright solution. What were the 
latter Committee's real accomplishments? So far as can be 
seen, its outstanding action was a recommendation to cut two 
years off the time necessary to finish school through 
college, 71 a suggestion which it doggedly and ineffectually 
reiterated over a period of several years. 
And while the vital deliberations of the Commission 
on Reorganization of Secondary Education were taking place, 
the Council was contenting itself year after year, paper 
70~., pp. 577-578. 
71National Education Association, Journal of Proceed-
~ and Addresses: ~ (Chicago: University of ~icago 
Pre3s:-I914), p. 207. 
after paper, with the less-than-crucial subject of thrift 
and thrift education.72 
Some more basic questions engaged the attention of 
the Council around the year 1920, perhaps as a result of 
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(1) the War, (2) effects of the various Reports of the Com-
mission on Reorganization of Secondary Education, and (3} a 
certain democratizing influence brought about by the Coun-
cil's becoming a "delegate organization," with its member-
ship, which had been increased to one hundred-twenty in 
1908, comprising a more representative group than prev-
iously.73 At any rate, the Council's Committee on Superin-
tendents' Problems was noting in 1918 that, "The most im-
mediate and conspicuous effect of the war on education is an 
emphasis of the scientific and the technical,"74 and was 
preparing a questionnaire meant to sample administrative 
notions of educational values. This qu~ionnaire, prepared 
by the Committee's Sub-Committee on Curriculum, illuminates 
the questioners more than the questioned (apparently its 
results were never printed). One question betrays the war-
time tendency to consider the fine arts and other subjects 
72see various Association Proceedings, 1916-1921. 
7lu 1 it 266 nes ey, .2:2• .2..._•, p. • 
7~ational Education Association, Addresses and Pro-
ceedings: ~ (Chicago: University of Chicago Press;- ---
1919)' p. 7rt. 
as frivolous, a view which will be met again during the 
Second World War: 
Is there realization that instruction in music 
and the fine arts, domestic science, physical educa-
tion, etc., is not a fad, but a means to equal social 
intercourse?75 
Another strikes at the very heart of the problem of the 
place of the fine arts in democratic education: 
Is a common good taste and appreciation of the 
beautiful in literature, music, and art possible for 
all normal individuals, as distinct from tha6special-ized skill necessarily confined to the few?·r 
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The Council's Committee on the Reorganization of the 
Seventh, Eighth, and Ninth Grades, of 1923, followed, as 
the preceding Chapter has shown, the Secondary Education 
Reorganization Reports, not only in time but in spirit and 
substance. Problems of articulation with elementary and 
high schools are discussed; the fragmentation of subjects 
75 ~., p. 729. 
76Ibid., pp. 727-728. The questionnaire was sent in 
1918 to 200 cities doing "good work," and by 1919 more than 
100 answers had come back, many cities like Baltimore, 
Cincinnati, and Racine having appointed committees to 
answer it. These results would make interesting reading, 
to say the least. But where are they? The Committee 
simply reported in 1920 that the questionnaire had been 
adopted as a research project by the United States Bureau 
of Education, and "· •• therefore, need not be further 
reported upon to Council." See National Education Associ-
ation, Addresses and Proceedinfs: 19~0 (Chicago: University 
of Chicago Press,-r920}, p. 17. Bu publications of the 
Bureau of Education dating from the 1920's may be searched 
in vain for any sign of the project's fruition. 
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brings forth the suggestion of more use of "comprehensive 
units of study;"77 experimentation is seen as "dynamic" and 
necessary to the "process of evolution.n78 The Committee 
notes with satisfaction how the junior high curriculum is 
clarifying itself: 
It is gratifying, therefore, for your committee to 
report that gradually the major constants of English, 
mathematics, social studies, and science and also fine 
and practical arts and school health are becoming con-
tinuous as required subjects through all three years.79 
The outlook for the fine arts in junior high schools is very 
favorable: 
Witness the continuation of music and art as required 
constants in the junior high-school program of studies 
• • • • Time alone can reveal what readjustment in the 
senior high school program of studies will be undertaken 
when the present required and elective courses in music 
and art in the junior high-school have become more 
firmly established. The vertical or continuous super-
vision of music and art through the school system which 
prevails in most cities will accelerate the extension of 
music and art as required and elective courses in both 
secondary schools, probably far beyond the extension of 
such courses today, significant as the present fine arts 
courses are in comparison with the almost total absence 
of such courses a few years ago.80 
Lest one should think, however, that the Council had 
become a model of progressivism or a champion of the fine 
??National Education Association, Addresses and Pro-
ceedings:~ (Washington: the Association, 1923),-p:- 440. 
78~., p. 434. 
79Ibid., P• 441. 
80!Ell., P• 442. 
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arts, attention is drawn to the Report of the Committee on 
the Teaching of Democracy of the same year, 1923. Here 
Duncan Yocum, the chairman, after a long discussion of the 
churches' role in democratic education (a prime concern of 
this committee), gives a long list of attributes of the 
democratically educated, like self-respect, self-control, 
justice, and so on, but the closest he comes to recognizing 
excellence of taste in the fine arts as an attribute is to 
suggest that we "• •• ensure the participation of all in 
elevating amusements."Sl 
1920 was the fortieth birthday of the Council, and 
Robert J. Aley of Maine, a former Council President, gave an 
affectionate review of its career. He pointed out that the 
group had been reconstituted in 1S9S, when the old twelve-
standing-committees concept was abandoned in favor of the 
principle of appointing committees as needed, and when it 
had been approved by the Association as its research-direct-
ing agency. 82 This meant that all investigations, theoret-
ical and otherwise, were to be cleared and kept in perspec-
tive by the Council. 
In practice, this proved unrealistic. The Council 
s11 ~., p. 474. 
82N . 1 ..,.,. t. · · at1ona ~duca 1on Assoc1at1on, Addresses and Pro-
ceedings: 1920 {Chicago: University of Chicago Press;- ---
1920), P• 146. 
102 
tried to perform its function of clearance-house for a 
while, challenging any of the Association's groups which, 
maverick-like, tried to proceed on their own authority. 
Thus, when an independent Committee on Formulation of Con-
temporary Educational Doctrine in 1903 attempted to set it-
self up, the Council objected, as shown in the Secretary's 
minutes, 
To the beat of our knowledge and belief, no request 
has ever been made that the Council should authorize or 
approve the work of a Committee on8the Formulation of Contemporary Educational Doctrine. 3 
But there were simply too many points of view within the ex-
panding Association for a group like the Council, made up as 
it was in the late 1890's and early 1900's of conservative 
college professors and school superintendents, to control or 
even to understand. And the dignity and authority of the 
Council that had produced the Committee of Ten Report of 
1894 was slipping away. Wesley says, 
In varying degrees the council continued the function 
of appraising theories and practices, of synthesizing 
and, if possible, reconciling conflicting doctrines. 
But as the years passed its status and influence de-
clined, and what was said in the council had no more ef-
fect than what was said in a dozen other conventions. 
It early became evident that as a director of research 
the council was ineffective.84 
83National Education Association, Journal of Proceed-
~ and Addresses: 12Ql (Chicago: University of Chicago 
Press~903), p. 307. 
84m 1 • t 268 ~~es ey, ~· .£L•, P• • Selle, studying the per-
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In the period of Reorganization, culminating around 
1920, the Council had become old and tired. It could take 
pleasure in its past; therefore its view became more retro-
spective than forward-looking, and its Committee on Nec-
rology became one or its busiest and most eloquent groups. 
Other committees and commissions took over its place in the 
vanguard. It settled back, and worked desultorily at minor 
matters or debated the implications of the work or others. 
But it was not finished. New blood was pumped into 
the organization, after 1920, in a way which has been de-
scribed, and it began to catch the Reorganization fever and 
to speak in terms of the new social values. The Council 
had twenty-odd years of life remaining. 
IV. FURTHER DECLINE AND DISSOLUTION 
But, certainly after the early 1930's, the Council 
was an anachronism. More accurately, it was an organization 
iod 1918-1928, points out that the Association's Executive 
Committee was in a better position to exercise power: nrt 
is likely to feel itself fully as competent to determine 
current activities as is the council • • • • Under these 
conditions, it is not surprising to find that the council 
has little direct influence upon the policies of the associ-
ation • • • • It [the Council]may properly be described as 
a learned society established by the National Education 
Association from its membership." See Erwin Stevenson 
Selle, The Organization and Activities of the National ~­
cation Association (Teachers College Contributions to Educa-
tion, No. 513. New York: Bureau of Publications, Columbia 
University, 1932), pp. 55-56. 
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which had lost its function and was trying to find another. 
John K. Norton, Director of the new Research Division of the 
Association, addressed the Council in 1929 on the subject, 
"The Function of the National Council of Education. tt He 
said, "The factors which made the National Council of Educa-
tion desirable in 1880 are still with us and others have 
come in.n85 He apparently wished to revive the old author-
itarianism typified by a passage from the 1882 Proceedings, 
which he quotes: 
A council organized with care, deliberating apart 
from the excitements of a popular audience, with time 
and opportunity for comparison of views and n~t com-
pelled to premature declarations of opinions. 6 
In short, said Norton, the Council should lead in re-
viving the importance of reflective thinking in education, 
and help put educational philosophy back in its rightful 
place in the educational advance. 87 He thought the Council 
was "admirably equipped" to do this, but seems to have been 
saying tacitly that it was not allowed. 88 
The Joint Commission on the Emergency in Education 
ignored the Council in the pursuance of its work. The lat-
85National Education Association, Proceedings: ~ 
{Washington: the Association, 1929), p. 241. 
86~., p. 243. 
87~., p. 241. 
88 Ibid., p. 242. 
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ter was forced back upon empty theorizing. There was some 
talk in 1933 that it might undertake, as its contribution to 
the Emergency, "the interpretation of the importance of the 
democratic ideal of equality of educational opportunity.n89 
Thomas E. Brenner of Illinois said to the Council, 
Thinking of tbe future I cannot escape the belief 
that the great contribution of a body such as this to-
ward helping work our way out of the educational emer-
gency would consist of revealing the snarls and tangles 
which, within the pattern of our whole scheme of educa-
tion, obstruct our efforts to make our schools more 
effective social agencies.90 
In 1937, H. L. Smith of Indiana, speaking of the 
Council's past and "possible future," felt (1) that its 
early method of overpowering problems by the weight of en-
lightened opinion, position, and authority had been super-
ceded by "• •• the more scientific approach to pedagogical 
problems"; 91 and (2) that the Association's Research Divi-
sion had usurped its work, leading to "• •• an unconscious 
and unintentional conflict of authority and fields of work 
between it and the National Council of Education.92 The 
same year the Association's Committee on Resolutions sug-
89National Education Association, Proceedings: 1933 
(Washington: the Association, 1933), p. 230. 
90 Ibid., p. 231. 
91National Education Association, Proceedings: 12lZ 
{V'iashington: the Association, 1937), p. 164. 
92~., p. 165. 
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gested, 
In view of the fact that the National Council has be-
come an outmoded division of the National Education Asso-
ciation, with its original functions substantially 
served by the Educational Policies Commission and its 
consultants ••• , that the National Council declare 
itself ~;ssolved at the close or the Detroit meeting 
• • • • 
The indicted group indignantly refused to expire. Past 
rather than present glories assured it of a certain respect; 
it was addressed in 1939, for example, by such educational 
leaders as Counts, Kilpatrick, and Burton. 
A year later, in 1940, it was complaining that it was 
having trouble keeping its membership rolls filled, and 
plaintively calling for something to do. "It is now in 
shape," said the Council, meaning itself, "to receive prob-
lems referred from the departments of the Association, this 
being one of the major functions of the Council under its 
constitution."94 
Finally, the conviction that its useful days were 
over penetrated even the Council itself, and it unprotest-
ingly allowed itself to be voted out of existence by the 
Representative Assembly in 1947. 95 
93rbid., pp. 167-168 • 
............. 
9~ational Education Association, Proceedings: ~ 
(Washington: the Association, 1940), p. 878. 
95National Education Association, Proceedings: ~ 
(Washington: the Association, 1947), p. 70. 
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V. SUMMARY 
One of the weaknesses of the Council, from its be-
ginnings, was its laclc of authority. It could deliberate; 
it could declare; but it lacked the power to take action. 
It was expected to make its effect by the weight of its 
deliberations and the aptness of its declarations. Such 
was the distinction of its members that it did indeed 
wield influence by these means during the period 1880-1900. 
But the early decades of the 1900's required a less 
authoritative and a more life-related, socially-oriented 
approach, with decisions arrived at by large representative 
groups which used statistical and other scientific methods. 
The Council did not adjust fast enough to these require-
ments. It languished and was gradually superceded by fresh-
eyed, young groups like the Educational Policies Commis-
sion. 
The Council performed four major services, according 
to V'iesley. These were: (1) to provide a dignified forum 
for discussion; (2) to make a long series of reports on 
educational matters as diverse as the licensure of teachers 
and the value of manual training; (3) to direct investi-
gation and research for the Association; and {4) to sponsor 
yearly convention programs which were often of great inter-
est, and accounts of which even now make rewarding read-
96 ing. 
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For music and the fine arts in general, the Council 
did disappointingly little. It did not initiate interest 
in the fine arts, but at most followed after those who had 
done so, as in the example of its Committee on the Reorgan-
ization of the Seventh, Eighth, and Ninth Grades, in 1923. 
Take its career all in all, and its conservatism toward the 
fine arts amounts almost to a blind spot. A main reason for 
this is that such a large proportion of the Council were 
educated in the classical, "liberaln curriculum of nine-
teenth century private schools, with its emphasis upon in-
tellectual processes and its relative playing down of any 
systematic education of the sensibilities. 
96,., 1 it 267 ~"Yes ey, £E.• .£...__., p. • 
CHAPTER V 
TEE EDUCATIONAL POLICIES COMMISSION 
The Educational Policies Commission, hereafter called 
the Commission, was founded in 1935, under conditions de-
scribed elsewhere in this study.1 It was jointly organized 
by the National Education Association and the American Asso-
ciation of School Administrators, which before 1937 was 
known as the Association's Department of Superintendence. 
Wesley calls the Commission "• •• the inheritor of 
the policy-making National Council of Education, with funda-
mental differences."2 These differences were that policies 
were evolved, not through simple discussion and authori-
tatively delivered judgments, but through careful research 
and widespread, representative opinion.3 For, although the 
Commission itself was made up of only twenty educators, it 
resolved from the beginning to utilize a large number of 
lor. ante, p. 61. 
~dgar B. Wesley, NEA: The First Hundred Years (New 
York: Harper and Brothers:-!957T; p. 368. 
3Ibid. Holmes, however, points out that although the 
Commission claimed respect for scientific attitudes, "• •• 
there is no evidence of systematic experimentation in the 
EPC's pronouncements or records." See Roger Franklin 
Holmes, "The Educational Policies Commission and Democracy" 
(unpublished Doctoral thesis, Teachers College, Columbia 
University, New York, 1958), p. 38. 
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colleagues in an advisory capacity. These persons were 
called Consultants; there were two thousand ot them, scat-
tered all over the country. 
The Commission held its first meeting in January, 
1936. The chairman was Alexander T. Stoddard and the sec-
retary was William G. Carr. Other members were: 
Cornelia s. Adair 
Lotus D. Cottman 
George s. Counts 
J. B. Edmonson 
Willard E. Givens 
Frederick M. Hunter 
Charles H. Judd 
John K. Norton 
:Mary C. Ralls 
Agnes Samuelson 
John A. Sexton 
S. D. Shankland 
Payson Smith 
George D. Strayer 
J. w. Studebaker 
Willis A. Sutton 
A. L. Threlkeld 
George F. Zook4 
One ot the t1r1Jt items ot business was to agree upon 
a statement ot purpose. For a matter so basic, this was 
some time in evolving, tor the Commission went at it in a 
characteristically thorough way: a questionnaireS concern-
ing objectives was sent in the early Spring ot 1936 to two 
~ducational Policies Commission, Some Current Prob-
lems ~ American Education (Washington: t~ssociation;-­
JeSruary, 1936), p. 2. 
5rbid., pp. 4-9. 
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thousand Consultants, who were largely administrators, and 
to a sampling of two thousand classroom teachers, and an-
other questionnaire6 on more technical organizational mat-
ters was sent in the Autumn or the same year. A consensus 
of questionnaire returns favored calling public attention 
" • • • 
to the educational aspects and implications of ex-
isting socio-economic condit1ons,N7 and proposing changes 
in broad policy as needed, while leaving subject matter 
areas to determine policy for their own fields. 8 In 1937, 
therefore, the Commission concluded officially that one of 
its most important functions was to promote wide discussion 
of education's place within a democracy, taking pains to 
bring aot only professional educators but the public at 
large into the dialogue.9 
By 1939, the Commission had crystallized its thinking 
about purpose to the point of summarizing in the following 
terms: 
~ducational Policies Commission, Issues UnderlYing 
a National Professional Organization in Education {Wash-
Ington: the ASsociation, September, 1~6). 
7Eduoational Policies Commission, A National Organi-
zation for Education (Washington: the Association, March, 
1937), p:-15. 
8 Ibid., p. 24 • 
............. 
9Educational Policies Commission, Education for 
Democracy {Washington: the Association, March, 1937r;-p. 2. 
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Since its inception, the EPC has been actively con-
cerned with bringing educational thought and practice 
before the educational profession in the forf0ot pol-icies usable by teachers and administrators. 
The Commission disclaimed any authoritarian approach 
to policy-statement, perhaps remembering the unhappy ex-
ample of the National Council of Education. It placed em-
phasis upon the wide and representative sampling of thought 
involved in its statements, since it regarded its job as one 
of digging out the general opinion of the Association on ed-
ucational matters. That is why it sometimes denied being a 
policy-determining body, itself, except in the sense of 
seeking to discover the will of the Association. This in-
terpretation of the verb, "to determine," is the one meant 
by Fred Hunter of Oregon, for example, in his report for the 
Commission before the Association's Representative Assembly, 
in 1943: 
It is our duty, as members of the Delegate Assembly, 
through our own votes and through our regularly con-
stituted officers of the Ass~~iation, to determine the 
policies of the Association. 
Since the Commission was a joint one, it would appear 
to represent two organizations. In one important sense, it 
1~ducational Policies Commission, S~llabus on the 
School !a American Democracy (Washington: t e Associitlon, 
September, 1939), p. 4. 
1~ational Education Association, Proceedipgs: ~ 
(Washington: the Association, 1943), pp. 44-45. 
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does, for two autonomous groups, with separate sets of offi-
cers and by-laws, are involved. But these two groups are so 
closely related as to be properly regarded as one, the De-
partment of Superintendence (later called the American Asso-
ciation of School Administrators) being from earliest years 
a strong department of the National Education Association. 
It is not an unmixed blessing that this should be so, for 
it has led to the frequent criticism that the Association 
has been dominatel by its subsidiary group. Brameld says, 
for example, "The largest American body, the National Edu-
cation Association, has usually been heavily controlled by 
superintendents of schools."l2 
The question of the degree of administrators• dom-
inance over the Association is easily of sufficient magni-
tude to warrant a dissertation of its own. However, this 
much can be said: Since 1920, the Association has been a 
representative assembly, with delegates from state teachers• 
organizations, from its departments, and from other inter-
ested groups, and as such it can be truly said to be a demo-
cratically constituted body. Therefore, this study holds as 
a reasonable working assumption that the Educational Policies 
Commission, formed jointly by tbe Administrators' Department 
12Theodore Brameld, Patterns of Educational Philos-
~ (Yonkers-on-Hudson, New York: World Book company, 
mu), P· 626. 
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and the Association, has given considerable weight to admin-
istrative points of view, but has at the same time given the 
balance of representation to views of the Association, taken 
as a representative body. If this were not so, that is, if 
the various interests which comprise the Association had not 
been amply represented, the Commission would long ago have 
ceased to exist as surrogate for the Association. Holmes 
would agree with this point of view, asserting that although 
the Commission had "powerful and vigorous parents" in the 
Association and its atfiliate, the Department ot Superin-
tendence, 
It has spoken from its start as the agent ot the 
largest professional organization in education in the 
United States, oompr!hending every recognized aspect 
ot public education. 3 
The Commission's task was to suggest, recommend, or 
describe; it was to have no power beyond that which the 
eloquence, aptness, and authority of its pronouncements com-
manded. Wesley says, 
Like the council [National Council of Educatio~, 
its recommendations were to have such force as scholar-
ship and leadership could provide, but they were to 
have no official status. Subsequent action by the 
representative assembly or other agiucy of the NEA was 
necessary to give them such status. 4 
Three natural divisions in the Commission's history 
13Holmes, ~· ~., p. 1. 
14wesley, ~· ~., p. 308. 
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suggest themselves. These are: (1) 1935-1941, the late 
years of the depression and the original period of appoint-
ment; (2) 1942-1946, the war years; and (3) 1947 to the 
present, the post-war period which began with its reorgan-
ization in 1947. The publications within each period which 
are relevant to this study will be dealt with separately, 
seriatim. 
I. THE PERIOD 1935-1941 
After taking time to work out its purposes and to 
engage in a few odd jobs like listing and summarizing var-
ious committee reports, which it considered useful as 
"• •• one step in the direction of a continuing and cumu-
lative exchange of information and coordination of effort 
in the field of educational policy,nl5 the Commission issued 
its first incisive, eloquent statement in ~ Unique ~­
~£!Education~ American Democracy, of 1937. 
The Unigue Function was admittedly the work of one 
man, historian Charles H. Beard, whose "• •• scholarship, 
social insight, and devotion to democratic institutions"16 
1~ducational Policies Commission, Deliberative Com-
mittee Reports of 1222 (Washington: the Association, l9JOf, 
p. 3. The committees involved were not restricted to Asso-
ciation groups. 
1~ducational Policies Commission, The Uni~ue 
Function of Education in American Democracy (Wash~ngton: 
the Association, 1937):-ackriowle&gment. 
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qualified him for the task. But, of course, "this draft 
was distributed to members of the Commission and a revision 
was made in the light of their co.mments,•17 and the work 
was published under the Commission's name rather than 
Beard's. 
New times require new approaches and new conceptions, 
even new conceptions ot social needs, 18 said the report. 
"The order ot things prevailing in 1914 or 1900 or 1895 can-
not be recovered, any more than old age can recover its 
youth.n19 
Of the five~mperative" principles which must be re-
ferred to in discovering the task of education in American 
democracy, the fifth is especially notable, for it emphsizes 
the need tor practical implementation ot theory. 
Any statement ot educational objectives and respon-
sibilities that is not merely theoretical involves a 
quest for the institutional forms and operating prac-
tices28hrough which education can best attain its 
aims. 
In proceeding to recount how America has been acted 
upon by the •imperative" principles of which the above is an 
example, the report continues, 
17~. 
18Ibid., p. 4. 
l9Ibid • 
........... 
20Ibid., p. 7 • 
........... 
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The knowledge disseminated by the schools has been 
classified according to a scheme extending from "essen-
tials" to "ornaments." Although falla~fous, the classi-
fication is convenient for the moment. 
In the first class of knowledge are all those sub-
jects deemed by general opinion to be necessary and prac-
tical: reading, writing, arithmetic, and elements of nat-
ural science. The second class included subjects repre-
senting the ~orking rules of society," in both public and 
private aspects: political science and economics. In the 
third class are 
••• the literature of imagination and aspiration 
and the so-called fine arts, which are often regarded 
by the thoughtless as "ornamental." In truth they are 
not mere refinements or life. They bear upon and are 
interwoven with all the technical and practical arts 
supposed to be necessary to the very existence of so-
ciety. They, no less than the practical arts, serve 
to distinguish civilization from barbarism. Indeed it 
is possible to imagine a society of people well-fed and 
well-governed, and still devoid of all the knowledge 
and interests that make human life worth living. 
Without the literature and the arts which keep alive 
imagination and aspiration, which reflect taste and 
liVe enjoyment, industry would be on a low level and 
government would partake of the culture of the bar-
racks. Without the ethical and esthetic aspirations 
reflected in the great literature of the race--embody-
ing its funded and accumulating wisdom--government, 
industry, and even the "fine" arts would be without 
form, spirit, and force. Uncontrolled by ethics and 
esthetics, the practical arts may destroy civilization. 
Apart from ~~em civilization is inconceivable and 
impossible. 
21 Ibid., P• 78. 
-22Ibid., PP• 78-80. 
-
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Thus, the report attempted to destroy any boundary 
between tine arts and workaday lite, saying, "In truth, the 
distinction between the tine and practical arts is super-
tioial and unreal • • • • n23 The fine arts were made a 
harmonizing agency in social life, much as music had been 
giTen a harmonizing function in the formation of individual 
24 personality, some millenia ago, by Plato. 
The fine arts, including music, had been credited 
before with social usefulness, in the Cardinal Principles 
of 1918, for example, as they had been credited before, in 
the nineteenth century and later, with ethical effect; but 
never had their place in the American social order been set 
forth more strongly than in the Unique Function. In this 
publication, music and the other fine arts were more than 
pleasant pastimes or moralistic tidbits to fill the interims 
between more worthy employments; they became a binding ele-
ment to help inform and give point to the whole of exper-
ience. A myStique was adTanced which would place the fine 
arts in a central rather than a peripheral place in rela-
tion to democratic life. 
To borrow a military metaphor, it was along this 
23~., p. 79. 
24B. Jowett (trans.), Plato: A*olofy' Crito, Phaedo, 
S~osium, Republic (New York: Walter. Back, 1942), 
p. oo. 
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rather exposed line that the Commission first took up its 
position regarding music and the type of experience for 
which it stood. The implications for education, of course, 
were far-reaching, and were publicized by several means. 
One round-table discussion ot the Unique Function was broad-
cast over Station WWL, New Orleans, and the Columbia Broad-
casting System, on February 24, 1937. The script of this 
broadcast, involving two officers of the Commission, Secre-
tary William G. Carr and Chairman A. J. Stoddard, plus mem-
bers Agnes Samuelson of Iowa, Willis A. Sutton of Georgia, 
and George s. Counts of Columbia University, has been re-
printed, and an excerpt or two will demonstrate the drift 
of the discussion: 
Samuelson: Fads and frills! Tell me what they are. 
Are they the subjects of the schools today which were 
not there yesterday? Did you ever carry a violin to 
school along with your speller? Your children do. What 
are the fundamentals? Is the speller a fundamental and 
the cornet a frill? I believe education is more than 
books and blackboards. Schools must be concerned with 
the life situations in which the boys and girls live. 
Sutton: I'm proud to have worked on a farm, milked 
the cows and sharpened plow points. I can appreciate 
the so-called "practical arts." Yet I can say some-
thing for the "ornamental" aspects of education. First, 
I think this distinction between the practical and the 
ornamental is false. A bolt of cloth, a piece of furni-
ture, or even a steel bridge may be designed not only 
for use, but as a superb piece of "fine"art. Without 
the arts to keep alive the imagination our lives would 
be dull indeed. 
- - - ~ - - - - - - - - - - - - - - - - - - - - - - - -
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Stoddard: What you have been saying is that the 
Educational Policies Commission does not subscribe to 
any artificial distinctions in the educational program. 
Schools are concerned with all types of knowledge in-
cluding beauty, refinement, and aspiration. To limit 
education to reading, writing, and arithmetic would make 
the continued existence of our democratic way of life 
impossible. Our educational program must be concerned 
with life as it i~ here and now--and as we hope life to 
be in the future. 5 
The educational status of music and the other fine 
arts in the mid-1930's presents a mixed picture. These sub-
jects were widely taught, but there is no doubt that a "re-
trenchment program," directed against so-called "fads and 
frills," had lessened their effectiveness. The Commission 
itself, working with the Social Science Research Council, 
had noted the phenomenon and expressed grave concern about 
it: 
The 19)5 curriculum stands as a stark reminder of a 
retrenchment program. Surely it contains no fads or 
frills. Art, music, health activities, home economics, 
manual training, physical education, kindergarten, 
supervision, research, schools for handicapped children 
have been emasculated or cast out altogether • • • • 
At the same time, it is reasonable to ask upon what 
theory2gf education the present decimated program rests. 
It was against this background that the Unigue ~-
2?Educational Policies Commission, Education for 
Democracy (Washington: the Association, March, 1937):--
pp. 16-11. 
26Educational Policies Commission, Research Memoran-
dum on Education in the Delression (New York: Social 
'SCience Research mi'uncil, 937), pp. 43-44. 
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tion appeared; the Commission, therefore, felt it was neces-
.......... 
sary to spend considerable time and effort publicizing its 
contents. This it did by all means open to it, including 
broadcasts like the one cited above and publications like 
its own popularly-written periodical, Educational Policy, 
which appeared in 1937 and continued to be published tor 
three years. 
The Unique Function report saw objectives and values 
in education continually evolving to fit the needs of so-
ciety. It did not intend to impose its own values upon the 
American educational system, but simply to propose them, 
argue for them, and await the judgment of society upon them, 
feeling that "no public agencies, no public policies, are 
placed beyond the reach of the popular verdict as delivered 
in due course.n27 
The Commission's next important utterance, ~ ~­
poses of Education in American Democracy, of 1938, elabo-
rated upon the notion of social sanction of educational ob-
jectives in the statement, "Educational purposes, then, are 
a form of social policy, a program of social action, based 
upon some accepted seale of values.n28 
27Educational Policies Commission The Unique Func-
tion of Education in American Democracy {washington: ~ 
IiiOeiation, 1937):-p. 6. 
2~ducational Policies Commission, ·~ Purposes of 
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The Purposes also gave the fine arts an exalted place 
in daily life, hence in education. It stated, 
The ability to claim and live the abundant life is 
not innate. It is acquired through long and patient 
study. Therefore, the modern school gives a large place 
to those subjects and those types of experiences that 
mankind has found to satisfy the deeper longings of the 
soul, and to inspire the noblest achievement. Many 
phases help the individual to supply his needs in re-
lation to his physical existence; other phases include 
the skill subjects which enable one to use his environ-
ment and deal with his fellow-beings; still another 
phase has to do with the various forms of expression of 
human thought and feeling that constitute the culture of 
mankind; the last includes our religion, art, literature, 
architecture, music, poetry, drama, and all other forms 
through which noble thoughts and feelings have been 
added to the social inheritance and handed down through 
the centuries as man's gift to his Creator and his gift 
to posterity.29 . 
It was not enough, it continued, simply to expose 
people to great art; ~erely ••• making great music avail-
able to everyone does not mean that all will be able to 
claim the heritage •••• n30 Rather, the "methods of in-
terpreting" must be learned as they apply to the various 
fine arts. Teachers can best instruct if they have appre-
ciation, themselves, for "these are not easy things to teach 
and the first requirement for doing so is the teacher's own 
Education in American Democracy, 1938," Policies for Educa-
tion in American Democracy (Washington: the Association, 
1936):-p. 158. The terms "aims," "objectives," and "pur-
poses" are used interchangeably in this publication (see 
p. 157). 
29rbid., pp. 183-184. 
30 ~., p. 184. 
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understanding and appreciation of the esthetic elements of 
life."31 
Four groups of objectives were outlined for education 
in this report. Education should be concerned, it said, 
with: 
1. The development of the learner (objectives of 
Self-Realization). 
2. Home, familf, and community life (objectives of 
Human Relationship). 
3. Economic demands (objectives of Economic 
Efficiency). 
4. Civic and social needs (objectives of Civic 
Responsibility).32 
' The fine arts belong with the first set of object-
ives, those of Self-Realization, and are seen in two ways: 
(1) as recreation and (2) as experiences of beauty. The re-
port says this about music's recreative aspects: 
For many persons the playing of musical instruments, 
alone or in orchestras, is a satisfying recreation. 
Almost everyone can sing and enjoys doing so; with some 
training for the singer, others may enjoy it too. The 
rudiments of the international language of music are for 
most people easier to acquire than the art of reading 
words. We are told that in Elizabethan England, for ex-
ample, every educated person had musical competence, 
Should any child today leave our schools who has not 
added to the art of reading words the simple and pleas-
ure-giving art of reading music?33 
3lrbid., p. 207. 
32Ibid., p. 189. 33~ •• p. 207. 
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But the recreative uses of music and the other fine 
arts were discussed apart from any qualitative consider-
ations; quality was a subject reserved for another category 
of experience, namely, the "Appreciation of Beauty." The 
Purposes stated: 
The delicate colorings of fine paintings, the bal-
anced masses of sculpture, the strength and lightness 
of noble architecture, the rhythm, harmony, and melody 
of poetry and music--all these should surround the 
growing child. He should hear beautiful music and 
participate in making it.34 
The 1937 Unique Function had not found it necessary 
to specify two orders of artistic experience for the 
schools, believing only that the fine arts should be used 
meaningfully and integratively in daily life. The Purposes 
of 1938, on the other hand, ~divide the fine arts' func-
tion into two parts, the recreative and the purely aes-
thetic, and in addition, added a third function by infer-
ence. This third function was to transform artistic ex-
perience into action, or, in the report's words, "to inspire 
••• achievement,"35 a Deweyian concept based upon the 
translati-g of learning into behavior and the idea of "con-
tinuous reconstruction of experience •••• "36 
34rbid. 35rbid., p. 183. 
361ohn Dewey, DemocrTcy and Education (New York: 
the MacMillan Company, 1916 , p. 93. 
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These publications were widely discussed. One indi-
cation that they were being argued in influential circles 
was a 1939 inquiry by the Commission, itself, which showed 
that more than ten per cent of 262 schools of education and 
teachers colleges queried were using as textbooks the Unique 
Function £! Education 1! American Democracy, or other Com-
mission publications, while another quarter were using these 
works as supplementary references.37 
Several of the Commission's works dating from the 
late 1930's and early 1940's may be quickly passed over, 
since they contain little that is new or even pertinent to 
the subject of music education. These include -.sc;;.;h_o_o_l-.s .2! 
Democracr,38 a reprinting of six radio scripts sponsored by 
the Commission and broadcast over the National Broadcasting 
Company's Red network from November 16 to December 21, 1938; 
Deliberative Committee Reports, 1939, which among other 
things summed up tendencies in the elementary school during 
37Eduoational Policies Commission, Stllabus on the 
School in American Democraof {Washington: t e Association, 
September, 1939), p. 4. Th s syllabus helped along the 
cause of discussion of controversial subjects by including 
the outline of a suggested two-credit-hour college course 
utilizing thirty units of work, with sample questions such 
as: "How justify to the board of education the expense of 
teaching children how to watch a football game intelli-
gently? Or how to appreciate a symphony concert?" See p. 
14. 
38Educational Policies Commission, School of Democ-
racy (Washington: the Association, November, 1939T: 
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the previous ten years as follows: the scope of education 
was broadened, there was wide acceptance of the unit basis 
of instruction, social studies were generally chosen as the 
core of the curriculum, more instructional materials and 
experiences were provided than in the past, new types of 
report cards were widely adopted, and ideas on classifi-
cation of pupils were modified; 39 Social Services and the 
--
Schools,4° a manifestation of the growing awareness of the 
need, particularly, to coordinate recreational facilities 
as more and more people took advantage of them; For These 
-=;;;;.,;;;,.-
Americas, a statement of the implications for education of 
the attempt of North and South American governments to 
strengthen inter-American friendships, which proposed that 
applicable experiences by "• •• an integral part of the 
schools' regular instruction in literature, art, music, his-
tory, civics, economics, and social problems";41 and a tract 
concerning the Civilian Conservation Corps and the National 
Youth Administration, which, in discussing the needs of the 
3~ducational Policies Commission, Deliberative 
Committee Reports, l~~ (Washington: the Association, 
January, 194o), p. ~ 
40 Educational Policies Commdssion, Social Services 
and the Schools (Washington: the Association, 1939). 
41Educational Policies Commission For These Americas 
(Washington: the Association, June, 1940~,-pp. 12-13. 
rootless young men whom these organizations served, gave 
little space to aesthetic considerations. 42 
127 
However, there were a few works in the same period 
which expressed the axiological uncertainty and need for 
national self-appraisal of the period immediately preceding 
World War II, and which foreshadowed to some degree the re-
strictions which the war itself was to place upon education. 
The first two of these were brief and tentative; the re-
maining one was more extensive in length, content, and 
scope. 
The first, from 1939, noted the crisis in Europe as 
from a great distance, but as a cloud no larger than a man's 
hand that was in danger of filling up local horizons. Amer-
icans, it said, had better take stock of their ideals, and 
education must help. The report put it thus: 
Education, in short, must bend anew to the double 
task of helping the American people to define their 
ideals and then to reduce these ideals to the
4
working 
rules of governmental and economic relations • . j
Education in this sense, the report said, must be 
4~ducational Policies Commission, The Civilian 
Conservation Cor~s, the National Youth Administration, and 
the Public Schoo s (Washington: the Association, Octo~er;­
rm;l)' p. 71. 
4~ducational Policies Commission, American Educa-
tion and the War in Eurote (Washington: the Association, 
OC't'Ober, 'ID9],pp. io-1 • 
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concerned not only with the young, but with all, and might 
start by forestalling the kind of cultural prejudice which 
marred the conduct of many individuals during World War I. 
It continued, 
For example, it is unwise and unfair to undervalue 
the contributions of a nation to music, art, literature, 
and science merely becaus~ the government of that nation 
is waging an unjust war.44 
The second publication, from 1940, noted that the 
dangers of a few months before had intensified, pointing to 
the "cataclysmic events of the intervening period •• •" as 
of crucial importance to America's future. The Commission 
began perceptibly to reflect the gathering sense of common 
cause which its fellow Americans felt, and to assert the 
pervading patriotic virtues. It said that educators must 
teach deep and abiding loyalties 
• • • to the central values of democracy--to the 
conception of the dignity and worth of the individual; 
to the principle of human equality and brotherhood; to 
the processes of free inquiry, discussion, criticism, 
and group decision; to the canons of personal integrity, 
honesty, and fairness; to the idea of the obligation 
and nobilit~ of labor; to a concern for the good of the 
commun1ty.4' 
There was an urgency about this report; a hortatory 
attitude concerning what education must do, and do quickly, 
which in retrospect appears to have come a bit late. But 
44rbid., p. 10. 
45~., p. 13. 
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nowhere in it was there any concern with aesthetic matters. 
The reader gets the impression that the fine arts were being 
set aside for the duration. 
~ Education £! ~ ~ 1a American Democracy, from 
1941, was the third and most substantial of these war-
related, crisis-born statements. George s. Counts played a 
large but unspecified part in the preparation of the book, 
as Beard had done earlier in the Unique Function. 
This book, Education £! ~ M!a, was very general, 
with little concern for subject matter areas as such. It 
included some patriotic generalizations born of the emotions 
of the times, and radiated an overriding faith in the great 
"social faith" of democracy, proclaiming, "It is the finest 
of all social faiths that mankind has fashioned and followed 
during the thousands of years of human history.n46 
In America's democracy, said the report, the individ-
ual is the center of things, and each individual should have 
equal opportunity to develop his powers in the direction of 
excellence, for democracy "• • • should prize above other 
societies every kind of superiority and excellence.n47 Rel-
ativistic and arbitrary value theories should be foresworn, 
and the school must play a positive part in developing re-
46~., pp. 59-60. 
47Ibid • 
........... 
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Also the school should stimulate and prize the 
achievement of excellence in every sphere of life and 
culture--in production and exohang~ in government and 
politics, in literary and artistic pursuits, in ~~ience 
and technology, in social thought and invention.4 
But whence was to come the definition of excellence? 
From an informed majority, it appears, but since the major-
ity was not yet qualified in that respect, ideas of excel-
lence would apparently be imposed, for the time being, by 
the relatively few who were informed. The same reasoning 
was applied to the running of the schools; the report theo-
rized: 
If a democracy is to have democratic education, the 
school must be protected not only against the assaults 
of minorities but
9
also from the caprice and ignorance 
of the majority.4 
If the Unique Function of 1937 had accepted 
" • • • 
tbe popular verdict as delivered in due course,n59 the~­
oation 2! ~ M!a made one important qualification, namely, 
that the popular verdict should be accepted, but let educa-
tors try to defer acceptance until they had done what they 
could to inform the popular judgment. The ticklish question 
of school control, then, could be summarized as "· •• a 
4-8rbid., p. 60. 
-
4-9rbid., p. 18. 
50su;era, p. 121. 
delicate adjustment among the agencies of government, the 
profession of teaching, and the people.n51 
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Although the report mentioned the need for excellence 
in the fine arts, as in other aspects of existence, it was 
primarily concerned with discussing education's role within 
a democracy at the crossroads and in need of a "body of 
loyalties out of which common action may be established on 
a rational and just foundation.n52 The times were critical, 
and required unusual efforts. The report put the problem in 
these terms: 
But these are not ordinary times. Mankind is passing 
through one of the most critical ages of all history; 
human society is being shaken to its foundations, the 
social and political structure of the world is being 
transformed, inherited institutions are being altered, 
new doctrines and philosophies profoundly hostile to 
the idea of individual liberty are sweeping over the 
earth, the tide of despotism is rising in the nations, 
democracy is on the defensive everywhere. This sit-
uation calls for a general and swift moral awakening of 
the whole people--for a realization that their dream of 
a society of free and equal men on the Nortn3American continent may be submerged for generations.5 
School Review noted editorially that the Education 
£! !£!! M!a in American Democracy ended "• •• a successful 
experiment in educational leadership and policymaking by the 
51Educational Policies Commission, American Educa-
tion ~ the War 1! Europe (Washington: the Association, 
October, I9J9r;-p. 101. 
52!lli., p. 85. 53Ibid., pp. 114-115. 
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National Education Assooiatioa and the American Association 
of School Administrators,n54 and at the same time inaug-
urated the work of a reorganized Commission, appointed for 
four more years. Both the new and the old Commission were 
called "a strong group." 
II. THE PERIOD 1942-1946 
In the days following the attack on Pearl Harbor 
(December 7, 1941), the Commission met and drafted and ap-
proved tor publication an emergency statement of policy. 
It said, 
It is already clear that many educational adapta-
tions are required. Many aspects of education will 
need to be strengthened and extended. Other aspects, 
very important ones in times of peace, may be redirected 
or otherwise modified in order that the total expanded 
efforts of wartime education may be applied at the 
points of greatest need. 
While the essential work of organized education 
should not be interrupted or deflected for trifling 
reasons, "education as usual" will be neither possible 
nor desirable. Although every activity in the schools 
may conceivably be related in some way to the war 
effort, we must decide not only what is imiortant but 
also what is of first imtortance. Priorit1es must be 
established among educat onal activities. The two 
major purposes of this statement are, first, to pro-
pose such priorities, and second, to make some general 
recommendations regarding certain~roblems created by 
the impac• of war on the schools.>' 
54 , "An Experiment in Educational Leader-
ship," School Review, 49 (May, 1941), 323. 
55.Educational Policies Commission, A ~ Policy !2t 
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Primary attention was thereupon centered upon the 
following educational activities: training workers, pro-
ducing goods and services, conserving materials, raising 
funds, increasing manpower by correcting educational defi-
ciencies, promoting health, protecting school children and 
property against attack, protecting the ideals of democracy 
against wa.r hazards, teaching issues, aims, and progress 
of the war and the peace, sustaining the morale of children 
and adults and maintaining intelligent loyalty to American 
demoeracy.56 
Music could be of some use in sustaining morale, for 
among several suggestions was one to "make a judicious use 
in the schools of rituals, pageantry, music, and other dem-
onstrations •••• •57 Again, in maintaining loyalty, the 
schools could, 
••• by a judicious, sincere, and dignified use of 
symbolism, pageantry, and music ••• express those 
ideals which ~~udents have been taught to understand 
and practice. 
Lest it give the impression that it had deserted cul-
tural values altogether in favor of practicality, the Com-
American Schools (Washington: the Association, January, 
1942), p. 3. 
56~., p. 4. 
57Ibid., p. 24 • 
........... 
5Sibid., p. 26. 
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mission made it clear that its suggestions were born of the 
immediate e_.rgency, that "the cultural values are part or 
the heritage which we must proteot,"59 and that the educa-
tive processes were to be continued at full efficiency as 
soon as possible.6° 
But the record is explicit. It shows that even the 
distinguished educators on the Commission, which at that 
time included A. l. Stoddard, lames Bryant Conant, and 
George s. Counts, proclaimed the fine arts to be expendable 
in wartime, at least as regards the social and aesthetic 
functions which had been claimed for them in earlier Commis-
sion publications. 
Britain, sorely beset, provided an example for Amer-
ican schools which the Commission somewhat distractingly 
noted a few months later: 
The British education budget for 1942 has been sub-
stantially increased and educational policies of far-
reaching character have recently been adopted. In-
creased grants have been provided for war bonuses for 
teachers, for the provision of meals and milk for school 
children, for the youth service, for camp schools, and 
for the encouragement of music and the arts. 
Americans may well follow the example of far-sighted 
devotion to educa~fon displayed by our associates in the 
present struggle. 
59 Ibid., PP• 40-41 • 
............. 
60ibid., p. 41. 
61Educational Policies Commission, The Support of 
Education in Wartime (Washington: the Association, sep=-
tember, 19~), p. 1o. 
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However, instead of taking the British advice of ex-
panding rather than cutting down on normal educational ex-
periences and facilities, 62 the Commission persisted in the 
direction of setting up a special wartime program, in which 
the functions of several subjects were drastically modified. 
~!a! Schools Should Teach !! Wartime, issued in early 
1943, spelled out such a program. Here, the elementary cur-
riculum shaNed the least change in its use of the fine arts. 
Elementary school teachers were still to 
enrich the artistic, literary, and musical exper-
iences of the children and the community, partly in 
order to provide a release for wartime emotions and 
partly as a tool3for self-realization in childhood and adult life.6 
But the high school, whose entire population bore a 
reservist relationship to the armed forces and war indus-
tries, was preoccupied with such matters as pre-induction 
training, occupational training, health, and mathematics and 
science. "The Arts," which had previously been taught as 
useful avenues to wholesome pleasure, self-expression, 
emotional and spiritual development, and recreation, were 
forced to alter their service. Tbe report argued, 
In peacetime, these are the correct functions of the 
62Ibid. 
6~ducational Policies Commission, What the Schools 
Should Teach in Wartime {Washington: the Associal1on, 
1anuary, 1943T; p. 6. 
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arts. War, however, destroys most pleasures and com-
forts, cuts heavily into leisure time, and severely 
limits the possibility of self-expression in the inter-
est of national uni~y. There remain tremendous oppor-
tunities for the enlistment of the arts in the war 
effort. Such enlistment is now necessary for the very 
preservation of the arts during the years of catas-
trophe. 
Music education, for example, must promote morale 
and unity through frequent and fervent singing of 
patriotic songs, recognize American, Latin American, 
and United Nations' musieal contributions, teach cor-
rect singing of the National Anthem, provide cheerful 
"send off" songs for inducted men, participate in com-
munity parades and pageants, and serve as a restorative 
and invigorattgg force in camps and hospitals, fields 
and factories. ~ 
Art education and the study of literature had like-
wise to portray the national ideals and help build and pre-
serve morale. Artistic experiences as such had no place, so 
long as the emergency continued, but "• •• with the coming 
of victory, we may again have the serious study of the arts 
for the release of artistic interests as a part of general 
education.n65 Thus, the suspension of the fine arts' normal 
educational functions was now to be prolonged, not just for 
the immediate emergency after Pearl Harbor, but for the 
war's duration. 
As the war went on, and the destructive power of mod-
ern weapons became more and more evident, the Commission 
64Ibid., p. 21. 
65Ibid • 
........... 
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grew convinced that some aspects of education needed to be 
internationalized. Education~~ Peoples' Peace from 
1943 and two related publications from 1944 publicized the 
view, one tenet of which involved the formation of a per-
manent international agency for education which was to work 
through the United Nations: 
This agency should give assistance and leadership in 
the field of intellectual cooperation. It should stim-
ulate and encourage the fraternal contact of scholars, 
librarians, and teachers in various fields of special-
ization. It should assist in the international exchange 
of research materials, technics, and findings in the 
natural sciences, the social sciences, and the human-
ities. It should encourage international art exhibits, 
music festivals, and dramatic pertormances.o6 
In 1944, with the war's end dimly in view, attention 
began to be given by a grateful nation to the education of 
its veterans. President RooseTelt signed into law Public 
Law 346, the "GI Bill of Rights," on June 22, 1944, and in 
August the Commission published a pamphlet in which it at-
tempted to anticipate some of the attendant problems. It 
spoke of continuing certain trends established before the 
war, like intensification of training, elimination of what 
6~ducational Policies Commission, Education and the 
Peo,les' Peace (Washington: the Association, May, l943T,---
p. 8. The United Nations Educational, Scientific, and 
Cultural Organization (UNESCO) was, of course, later set up 
along the general lines suggested by the Commission, al-
though the Commission claimed no more than a small, con-
tributory role, pointing out that many other groups besides 
itself were also interested and active in encouraging its 
formation. Of. post, p. 145. 
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were considered by some to be irrelevant courses, and in-
creased functionalism of courses. In this brass-tacks con-
text, it is surprising to learn that the fine arts were 
considered to be on the upswing. 
The values placed upon the different fields of know-
ledge by society will greatly influence the popularity 
of a subject, whether technical or liberal. Economics, 
geography, literature, art, music, government, social 
welfare, and teaching are likely to receive increased 
emphasis after the war because society's needs will be 
revealed through opportunities for emgloyment in fields 
requiring this and related knowledge. 7 
One of the more controversial reports of the Com-
mission was Education ~ All American Youth, dealing with 
secondary education and dating from 1944. Curricula were 
suggested for two hypothetical communities, Farmville and 
American City, both of which regarded the fine arts as 
largely recreational in nature, with practical application 
to daily life. Educators of these localities are repre-
sented as saying: 
We try to keep these experiences of beauty close to 
the everyday lives of students. We do not want our 
boys and girls to think of beauty as something found 
only in art museums and concert ha~as· We want them to 
find beauty in their homes • • • • 
67Educational Policies Commission, A Program for 
the Education of ReturniAS Veterans (Washington: the-xiso-
ciation, August, 1944), p. 28. 
68 Educational Policies Commission, Education for All 
American Youth {Washington: the Association, 1944), PP7---
135-136. 
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The fine arts were to be an important part of the 
"Common Learnings," among the aims of which was "to help all 
youth grow in appreciation and enjoyment of beauty in lit-
erature, art, music, and nature."69 In both communities, 
the twelfth was to be the grade where the fine arts were 
particularly emphasized: 
Literature and the arts have been studied inciden-
tally throughout the course, but now they become the 
matter of chief concern for perhapa0as much as half the class time during the year • • • _., 
H. G. Good marks Education ~ !!! American Youth as 
a significant document, but criticizes it as too levelling: 
"Vocational education for the common man is emphasized in 
this treatment, to the neglect of the preparation of 
scholars, scientists, creative workers, and abstract 
thinkers.n71 On the other hand, the School Review found 
the main body of the work "• •• developed in terms of sig-
nificant educational principles,•72 and noted with approval 
the emphasis given to guidance.73 
York: 
69~.' p. 239· 
70 ~., P•. 251. 
71H. G. Good, A Histori of American Education 
The MacMillan Oompany,93b), pp. 520-521. (New 
72 
, "Proposals for Postwar Educational Ser-
vices," s-ch~o-o~l~Review, 52 (November, 1944), 512. 
73~., 513. 
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But perhaps the strongest and most unexpected ap-
proval (since he is no admirer or the National Education 
Association and its works} is that of Brameld, who calls it 
one of two "Clairvoyant Documents,n74 representing " • • • 
the most comprehensive recognition by America's largest ed-
ucational organization that basic changes are needed • • 
•• n75 This is a reference not only to the broad, socially 
based curricula, but to such considerations as the Commis-
sion's ruminations on the Federal government's responsi-
bilities in backing up the schools where local support 
fails. 
The fact that at war's end the Commission reprinted 
in one volume76 its three outstanding pre-war reports (~ 
Unique Function 2!. Education in American Democracy, !2lZ; 
The Purposes of Education .!!! American Democracy, 1.2.2§; and 
The Education .Q! Free M!!!, !!! American Democracy, .!2lt!) 
showed that it did not wish to repudiate those statements, 
74Theodore Brameld, Patterns of Educational Phil-
oso~f: (Yonkers-on-Hudson, New York: World Book Company, 
195 , p. 521. The other is the Report or the Commission 
on the Social Studies of the American Historical Associ-
ation, of 1934. 
75 . !ill·' p. 523. 
7~ducational Policies Commission, Policies for 
Education in Anerican Democracy (Washington: the Associ-
ation, 19~bT. 
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but, on the contrary, desired to resubmit them to the edu-
cational community and the public at large as bases upon 
which to build for the future. 
The war period itself brought an alteration in the 
functions of most subjects, particularly in the secondary 
school, in the direction of greater practicability and ap-
plicability to the immediate war effort; in the case of 
music and the other fine arts, the Commission all but sus-
pended the aesthetic function, accenting, instead, the so-
cializing and morale-building qualities of those subjects. 
However, the Commission promised that after the war the 
aesthetic function would be reinstated. It was as good as 
its word. 
III. THE PERIOD 1947-1959 
After treating the problems of the post-war secondary 
school in Education !2£ ~American Youth (1944) and pre-
primary education in Educational Services !2£ Younger QB!!-
~ (1945), the Commission turned to the elementary school, 
and published the comprehensive Education !2£ All American 
Children (1948). 
The report began by pointing out that values deter-
mine goals, and "the controlling values in the United States 
142 
may best be summed up in the one word, 'democraey.'"77 
Thus, the premises applying to the elementary school were 
those applied three years earlier to the secondary school: 
the common good, social equality with responsibility, and 
individual self-realization. A good elementary school, said 
the report, 
1. Will help to develop those basic skills and that 
sturdy independence and initiative which will enable our 
citizens to attack the problems that face them and to 
press forward toward ever-improving solutions. 
2. Strives for the discovery and full development of 
all the humane and constructive talents of each indi-
vidual. 
3. Emphasizes social responsibility and the coop-
erative skills necessary to the progressive improvement 
of social institutions.'l8 
The plan of the report was to take two hypothetical 
communities and project them ten years into the future, to 
1958, thus heightening the utopian effect. In Farmville 
Reorganized District, State of Columbia, for instance, 
Each classroom is equipped with a combination radio-
phonograph. Broadcasts of particular value and interest 
are thus available in each classroQm. The music and 
folk games of other lands can be enjoyed as the various 
units evolve in the classroom program. Because of more 
realistic state and federal financing and the respon-
siveness of people locally, the district has also been 
77Educational Policies Commission, Education for All 
American Children (Washington: the Association, February~ 
l948), p. 2. 
78 ~., pp. 3-4. 
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able to purchase the necessary equipment for instruction 
in piano and other instruments. Whenever real interest 
and talent are discovered, the pupil is encouraged to 
buy his own instrument. Enough children have become 
interested in the music program so that the school haa9 a small school orchestra, a band, and a mixed chorus.·/ 
The facilities and opportunities in the American 
City, Columbia, elementary schools were even more extensive. 
There, spacial teachers in science, art, crafts, music and 
rhythm, and physical education were always on ca11, 80 there 
were regular schedules to museums and opera and symphony 
concerts, 81 the plant was eaoellent, a teacher-student ratio 
of 1:20 was strictly maintained, and twenty per cent of the 
teachers were men. 82 Indeed, 
These opportunities were so rich that every individ-
ual could find something in the school which was just 
the thing for him. There ware band, orchestra, choral 
singing, piano, dramatics, drawing, painting, carving, 
a knitting club, a hostess club, a leader's course, 
library club, dancing, shop work, speech club, rhythms, 
typewriting, stamp club, boat building, crafts, etc.83 
The American City schools had further demonstrated 
that artistic talent and genius were more common than pre-
viously supposed, and had worked out procedures for locating 
79~., pp. 22-23. 
so~., p. 84. 
81Ibid., 
............. 
p • 67. 
82~., p. 84. 
83~., p. 82. 
and fostering the talents of those who might later be the 
producers of masterpieces. 84 
1~ 
The second half of the report concerned itself more 
realistically with the present, and a description of some of 
the more desirable practices being found in specific com-
munities like Columbia, s. c., Montreal, Bronxville, San 
Diego, and Winnetka, Illinois. It would appear that, col-
lectively, the actual practices of several selected commun-
ities would add up to a system every bit as advanced as that 
of American City. 
The fine arts as they applied to the elementary 
school were regarded above all as stimuli to action rather 
than as passive experiences; children were not simply to be 
exposed to color, line, and sound, but were to work within 
these media, themselves: 
The unique values of art, music, and literature are 
gained from the ways in which they enrich group living 
and challenge creative endeavor. The cultural treasures 
which the world's creative personalities have built up 
through the ages find their way into the life of every 
American child by contact and association in school and 
community. Opportunities for creative self-expression 
should be more accessible, not §~ly to persons of high 
potential, but to all children. ' 
The Commission's interest in international affairs 
was rekindled in the late 1940's, particularly as regards 
8~Ibid., PP· s6-87. 
85~., p. 143. 
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education's use in relieving international tensions. The 
work of the United Nations' Educational, Scientific, and 
Cultural Organization (UNESCO) was noted with satisfaction. 
The Commission contented itself with a few general state-
ments of principle regarding international education, among 
which the fine arts appeared in two configurations: (1) as 
"bridges or international understanding," through appreci-
ation and understanding or the art, music, and literature or 
the world's peoples, and {2) as play, recreation, or amuse-
ment, contributing to morale and well-being. The Commis-
sion said: 
Play and relaxation help to sustain mental security. 
Morale cannot survive indefinitely upon a diet of peril 
and sacrifice. Diversion is essential. Laughter can 
confer a sense or momentary detachment. The recrea-
tional facilities fostered by the schools--reading, 
music, dramatics, the representative arts, play, games, 
and other types or wholesome amusemen!6-can make an important contribution at this point. 
In 1951, the Commission (which then included Dwight 
D. Eisenhower as a member and James B. Conant as Chairman) 
issued a report, which had been three years growing, on 
moral and spiritual values. The premises of the report were 
••• that the vast majority of American youth should 
and will continue to attend the public schools; that 
they will derive from that experience such important 
S~ducational Policies Commission, American Education 
and International Tensions {Washington: the Association, 
June, 1949}, p. 48. 
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concepts as brotherhood, democracy, and equality; that 
private schools, including those in which a religion is 
taught, should and will continue to be permitted under 
our laws; and that the public scho~7s should and will 
continue to be non-denominational. 
The Commission, still concerned with the attempt to 
"· •• clarify the essential values of American life,"88 and 
with the problem of how best to engage the schools in teach-
ing them, named as minimal values upon which Americans are 
agreed: (1) Importance of individual personality, the 
"basic value"; (2) moral responsibility of each individual; 
(3) service of men by institutions, not!!£! versa; (4) vol-
untary cooperation through common consent; (5) devotion to 
truth and liberation of the mind through access to infor-
mation and opinion; (6) respect for excellence. It said: 
The school should stimulate and recognize the 
achievement of excellence in every sphere of life, in 
skilled production, in social and civic leadership, in 
literary and artistic creativity, in scientific insight, 
in technological ingenuity, in social sensitivity, in 
p~ysi~al health and stamina, and in personal integ-
r~ty; 9 
(7) moral equality, under which all should be judged under 
the same moral standards; (8) brotherhood; (9) the pursuit 
of happiness; and (10) spiritual enrichment, where all 
should be offered the emotional and spiritual experiences 
87Educational Policies Commission, Moral and Spirit-
ual Values in the Public Schools (Washington: the-Associ-
ation, l951T; p:-5. 
88Ibid., p. 13. 89Ibid 25 ____., p. • 
147 
which transcend the materialistic. At this point, the re-
port distinguishes between the moral and the spiritual: 
Moral values have consequences chiefly in social 
relationships. Spiritual values, however, take effect 
mainly in terms of inner emotions and sentiments. The 
entire outlook of many people is deeply affected by 
these spiritual feelings • • • • A good school will 
extend full recognition to the arts as means for ex-
pressing and evoking the inner life of the spirit. The 
school itself will be a place of beauty and refinement. 
The level of esthetic appreciation will be lifted. The 
best heritage of tbe human spirit in music, poetry, and 
the arts will be open to allO Creative abilities will 
be sought out and fostered.9 
Thus, an old dimension of the fine arts, namely, the 
aesthetic, was re-entering educational discussion under a 
fresh guise: the spiritual. The long, ten-year, wartime 
and postwar preoccupation with social, non-qualitative 
functions was expanded to include the fine arts' real and 
close relationships with deeply internalized individual 
emotions. The Commission in Moral ~ Spiritual Values !! 
~ Public Schools came close to ascribing to the fine arts 
a central position in education, but weakened its stand and 
demonstrated the basic confusion of its thinking about 
quality (or what it called "excellence") by criticizing a 
high school dramatics teacher for not letting his students 
select the plays to be given.91 
90~., p. 30. 
91Ibid., p. 68. 
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Public Education ~ ~ Future 2! America, from 
1955, gives most of its space to an historical review of 
American education, and, despite its title, leaves only a 
few pages at the end for discussion of the future. Among 
the problems lying ahead was that of "realizing the nation's 
intellectual and aesthetic potential," the discussion of 
which concentrated in large part upon the schools' share in 
(1) establishing the "· •• prestige of intellectual stand-
ards and aesthetic tastes among the total population 
••• ,"92 and (2) discovering and nurturing talent. The 
report suggested that 
the search for talent requires a universal system of 
education reaching all the children of all the people. 
The education of that talent--to which schools are in-
ereasingl1 giving attention--requires heavier emphasis 
on intellectual and aesthetic standards. 
The full cultivation of talent that is essential to 
democratic development and to national leadership calls 
not only for identification and education of the par-
ticularly gifted, but also for greater emphasis on in-
tellectual and aesthetic matters in the education of 
all citizens.93 
The report was not explicit about how the talented 
were to be found, or how they were to be guided, once found. 
Nor did it attempt to rank the specific areas in which 
9~ducational Policies Commission, Public Education 
and the Future of America (Washington: the Association, 
ffl5},p. 94. -
93 Ibid., p. 93. 
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"latent talents" might lie--literature, arts, sciences, 
athletics--but it found them all equally worthy of encour-
agement in the service of self-realization. 
The Commission took note, in 1958, of "one of the 
most important social forces of the times,n94 mass communi-
cation. Four broad assumptions underlay its analysis: 
(1) mass communication has helped make a new kind of soci-
ety; (2) it has given the teacher a different kind of stu-
dent to teach; (3) it has modified the role of the teacher 
and administration; and (4) it has provided teachers with 
new, useful toola.95 The public bas viewed the phenomenon 
in contrasting ways, the report indicated: 
By some, modern mass communication has been seen as 
a despoiler of public taste and morals, a force which 
has made Americans into a lonely crowd manipulated by 
wise outsiders. By others, mass communication has been 
seen as a means of the
9
gew Enlightenment and the path-
way to a better world. 
Mass communication's domination by the commercial 
world was a point which was assigned prime importance. 
Three effects of this domination were noted: (1) reduction 
of the real cost per unit; (2) increased uniformity of the 
product; and (3) increased total production cost (i. e., the 
94Educational Policies Commission, Mass Communication 
~Education (Washington: the Association:-r958), p. 2. 
95 96 Ibid. Ibid., p. S. 
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cost of being in business).97 But the mass media reflected 
the thinking not only of the business community, but also of 
pressure groups and the consumer, himself.98 All in all, 
the subject was one to view with alarm. The report asked: 
Has human society become a kind of puppet at the end 
of a string called "communication," responsive to tugs 
in the hands of experts? 
This is probably a health7 fear, and one which needs 
occasional restatement.99 
However, the report insisted, there was as yet noth-
ing like thought control; rather, the most pernicious in-
fluence seemed to be to condition the population to inatten-
tiveness, a chronic lack of attention induced by the sheer 
quantity and insistence of stimuli.100 
What were the implications for education? First, the 
modern student was much more widely informed than his grand-
father, who probably, in 1900, had never seen major league 
baseball, opera, or a presidential inauguration, but his new 
knowledge was not necessarily profeund, meaningful, or even 
aceurate.lOl The students' "secondary experience" was being 
97Ibid., 
-
p. 20. 
98l!?!a·' pp. 27-29. 
99rbid., pp. 32-33. 
-
100Ibid., p. 50. 
-
101 ill.9:.. ' p. 60. 
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enlarged at the expense of "primary experience;" that is, 
his involvement was passive instead of one which engaged his 
active participation. This was a poor approach to learning, 
for "the quality of passiveness affects the nature of the 
learning involved, as educators well know.nl02 
Second, the student had been conditioned to short, 
intense cycles, as in the case of popular music: 
Indeed, the discovery-to-surfeit cycle in American 
popular music has become so intense that there have been 
some serious suggestions from time to time that some 
form of slow-dissemination system be set up by the music 
industry to save go8d tunes from the oblivion that fol-
lows overexposure.~ 3 
Third, the teacher's intellectual authority is min-
imized and his various competencies cast into question by 
the "experts" whom the student encounters at every turn. 
Thus, 
The teacher's interpretations of political matters 
are overshadowed by a host of radio and television com-
mentators; his discussions of the geography and customs 
of other countries are made pale by the polychrome eye 
of the motion-picture cameras. His standards of music 
are obliterated by the assurances of disk jockeys that 
"everybody thinks this is a great new recording"; his 
readings of Shakespeare ~e made amateurish by pro-
fessional performance.l04 
102Ibid., pp. 62-63. 
-
103Ibid., p. 65. The sources of these "serious 
suggestionsr.8re not given. 
104rbid., p. 76. 
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But important inferences for education were seen, 
nevertheless, in the communications media, particularly in 
the case of television. Teachers may be forced to make 
their presentations more interesting, for instance, in the 
cases of reading and arithmetic. Certainly, music in-
struction should take account of the facts of mass communi-
cation: 
The constant exposure to music by means of the media 
also has implications for the first introduction of 
that subject, even if the music !bth which the student 
has grown up is of poor quality. 5 
AJ.though the Commission saw disadvantages and dangers 
in mass communication as presently constituted, it charac-
teristically declined to take a hand-wringing attitude to~ 
ward the subject, but, rather, turned its attention to con-
structive uses which might be male of it. 
The Commission had already dealt with two emergen-
cies; in 1957 came still another: the launching of Russia's 
first satellite. A typical response, vis-~-vis education's 
responsibility, was to call for more and better science in-
struction in the schools. The Commission's first reaction 
was generally typical, as shown by the brief pamphlet dated 
1958, The Contemporary Challenge i2 American Education. 
105~., p. 106. In context, this apparently is 
a reference to the educational principle of moving from the 
known to the unknown. 
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Since the Russian satellite, said this report, "The 
public is now more fully aware that the future of nations 
rests in considerable measure upon progress in science and 
technology.n106 The word, "priority," was dusted off and 
brought back into use, as the Commission said, 
There is widespread agreement that improved chances 
to learn must be opened to those minds which are capable 
~~rs1!:~i!;!ce~!~:ii~~~tO? This is a matter of priority 
But the commission was not willing to go so far as to 
make scientism into a religion or even into a social creed; 
even while it was arguing for more efficient and applicable 
science instruetion, it was advocating balance and propor-
tion in the curriculum, one manifestation of which was the 
suggestion that "• •• the competent teacher must recognize 
and teach the relationships of his field to the whole of 
education and the whole of life.n108 Further, although good 
students should be encouraged to work harder, especially in 
high school, the normal breadth of their interests should be 
kept in mind. 
In high schools, courses of study should be designed 
to allow the abler students to carry heavier loads in 
lO~ducational Policies Commission, ~ Contemporary 
Challen~e to American Education (Washington: the Associ-
ation, 958T, p. 5. 
107~. 
108Ibid., P• 14. 
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balanced programs which include mathematics, science, 
and languages, together with English, social studies, 
and humanities. Also, care should be taken to give 
talented students the opportunity to satisfy their wide 
intellectual and cultural interests and their specific 
occupational interests.l09 
The report maintained that gifted pupils should be 
served by the schools in such a way that their progress 
would not be retarded by the less able. Such an approach 
did no violence to the democratic school spirit, because 
the modern comprehensive high school was geared, anyway, to 
"• •• varying rates of speed and varying depths of scholar-
ship,n110 based upon individual differences. 
~ Essal 2a Quality 1a Public Education, from 1959, 
was a logical next step for the Commission, since it had for 
the past decade been directly or indirectly introducing 
qualitative arguments into its discussions. This report 
reviews the general functions of the elementary and second-
ary schools, such matters as desirable teachers' salaries 
and the necessity for small classes,lll and the need in high 
schools of courses of immediate practical value.ll2 
But the report bore heavily upon the subject of ex-
109 Ibid., p. 10 • 
............. 
110Ibid. 
lllEducational Policies Commission, An Essal on 
~ualitl in Public Education (Washington: the-Assoc atron, 
959), p:-14. 
112Ibid., p. 9. 
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cellence, as found not only in pupils but in teachers. As 
for the former, 
Pupils with special interest, ability, and ambition 
in academic fields should have opportunity to advance 
their knowledge in these fields. There should be ad-
vanced courses in mathematics, statistics, biology, 
chemistry, physics, geology, astronomy, music, art, 
literature, creative writing, history, geography, soci-
ology, and world affairs. At least one modern foreign 
language should be offered in every secondary school, 
and no less than a three-year sequence is needed to per-
mit learning to the point of effective use.ll3 
At the root of every good educational system must be 
found good teachers, the report pointed out, who not only 
know their subjects but are able to place them in perspec-
tive with the total curriculum. Moreover, teachers need to 
know and be able to apply sound principles of learning. 
Every teacher should have substantial knowledge of 
the subject field or fields in which he teaches. Such 
specialization, however, should be based on general 
education. An excellent teacher possesses knowledge and 
appreciation of the saiences, the arts, history, and 
literature. He understands and participates in the 
traditions, values, and aspirations of his people. 
An excellent teacher also has wide acquaintance with 
the study of human growth and the psychology of learn-
ing. He is able to view education and its problems in 
the light of its history and of its role in American 
culture. He has a sense ot the mission of education in 
a democratic society and a restless enthusiasm to create 
new possibilities for his pupils.ll~ 
113rbid. 
114rbid., pp. 13-14. 
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This report, appearing at the same time as a book by 
one of the Commission members, Conant's ~American High 
School Today, reflects several proposals similar to those 
advocated by Conant independently, like elimination of the 
small high school, 115 diversification of programs for the 
development of marketable skills,116 and the extended study 
117 of foreign language. 
The postwar period found the Commission preoccupied 
with many educational matters, but at the heart of its in-
terests were some of the qualitative questions which were 
bound to arise after long commitment to social equality and 
individual worth of all children, questions whose importance 
was heightened by Russia's dramatic scientific advances in 
the late 1950's. 
IV. INFLUENCE 
Like the earlier Committee of Ten and the Commission 
on Reorganization of Secondary Education, the Educational 
Policies Commission has had considerable influence upon 
115James Bryant Conant, The American High School 
T da' (New York: McGraw-Hill Bo'O'ICCompany, Inc., 1959), 
pp 7-38. 
116Ibid., pp. 51-55. 
ll7Ibid., pp. 69-73. 
-
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American education. An instance has been cited of the use 
of this group's publications as textbooks by teachers col-
118 lege students. Other such instances could be mentioned, 
such as the fact that the Columbia, South Carolina, public 
schools based their 1940 publication, A Guide ~ Curriculum 
Improvement, on the Commission's Purposes 2! Education in 
American Democracy.ll9 
Stille devotes a large part ot his study to the at-
tempt to establish the Commission's influence, giving many 
examples ot the impact ot its pronouncements, and claiming 
at one point that 
the Commission has apparently become the principal 
policy-forming body in United States education, and has 
evidently become the pattern for lesser policy-forming 
bodies.l20 
Later, in a concluding statement, his language is a bit more 
temperate: 
It is evident that the Educational Policies Commis-
sion is one of the most important leadership organs in 
American education. Whether it is more effective, or 
less effective, than some other group is of no conse-
llSsupra, p. 125. 
ll9Educational Policies Commission, Education for All 
American Children (Washington: the Association, February,---
1948), p. 111. 
120 Walter D. Stille, "~he Educational Policies Com-
mission, A Leadership Organ in American Education" (unpub-
lished Doctoral thesis, George Peabody College tor Teachers, 
Nashville, 1958), p. 200. 
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quence. What is important is that when the Educational 
Policies1Commission speaks, a great segment of America listens. 21 
There are indications that music educators have lis-
tened, too, whenever the Commission has made policy state-
ments touching upon their subject. For example, the recent 
book by Leonhard and House will serve to show how Associ-
ation policies have entered the main stream of foundational 
thinking in music education. The authors, in dealing with 
the program objectives of music education, take as social 
objectives those enunciated by the Commission's Unique 
Functions £! Education in American Democracy of 1937 and 
Purposes £! Education in American Democracy of 1938 {plus 
the Cardinal Principles of 1918). They then proceed to dem-
onstrate the selective way in which music education may be 
related to such social objectives: 
It is a common error to assume that music education 
can and should contribute to the attainment of all ob-jectives on the concrete social level. Nothing could 
be further from the truth. In developing program objec-
tives, music educators must make a logically defensible 
selection of the objectives on the concrete social level 
to which music education can make a valid contribution. 
For example, it would appear obvious with reference to 
the statement of objectives prepared by the Educational 
Policies Commission [in PurRoses of Education in Amer-
ican Democraci1 that music educatiOn can contribu~ 
most signitica~tly to three objectives of self-realiza-
tion, those having to do with aesthetic interests, rec-
reation, and intellectual interests. Using these objec-
121 ~ •• p. 229. 
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tives as a point or departure, music educators must then 
define the musical competencies which will enable stu-
dents to use music both as a source and a focus for aes-
thetic interests, recreational resources, and intellec-
tual interests. Music education can contribute to the 
attainment of these concrete social objectives only when 
it results in the development of people who are musi-
cally educated, that is, people who have developed 
musical resources and m•sical competencies which enable 
them t£ ~ake music a vi tal and moving force in their 
lives. 2 
The Educational Policies Commission is a continuing 
organization, and its views are still widely publicized. 
Educators of all types, including those in music, will con-
tinue to follow its pronouncements with interest and profit. 
V. SUMMARY 
The Educational Policies Commission was organized to 
speak policy for the National Education Association and a 
closely related group, the American Association of School 
Administrators, during the darkest years of the depression-
ridden 1930's. 
It eschewed the authoritarian approach of the old 
National Council of Education. Because its method was more 
democratic and its social concerns more comprehensive, its 
pronouncements have had the effect of being relevant to 
their times, and it has continued to flourish. 
122charles Leonhard and Robert w. House, Foundations 
and Principles 2! Music Education (New York: McGraw-Hill 
Book Company, Inc., 1959), pp. 15-16. 
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As regards music and the other fine arts, the Com-
mission's views are best understood by examining three his-
torical sub-divisions: the late depression, the war years, 
and the postwar period. 
In the late 1930's, with the help of the historian, 
Charles H. Beard, the Commission advanced what amounted to 
a mystique governing the fine arts in education, where the 
fine arts' prominent place in the curriculum was justified 
so long as they performed an integrative function in the 
organization of a desirable social order, and so long as 
they were made to relate realistically to the daily life of 
individuals. A bit later, this rather vaguely articulated 
notion was augmented by a concept which regarded the fine 
arts as having a dual educational function: the recreative 
and the aesthetic. In sum, in this period the fine arts 
were highly regarded components ot the public educational 
experience, and their most important functions were social, 
however the fine points of their translation into social use 
might be argued. 
During World War II, the Commission's convictions 
concerning the fine arts' primarily social function were 
borne out by their suspending from art, music, and litera-
ture every pretense of aesthetic activity (at least on the 
secondary school level), and ascribing to than the simple 
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role of morale-builder, •tor the duration." The aesthetic 
was an aspect of the educational experience which could be 
put back in, once the war was over, it promised. 
The postwar period ~ find the aesthetic function 
not only reinstated, but given special attention in its more 
qualitative manifestations, together with other subjects, as 
"excellence," "the gifted child," and "quality" became key 
words. The movement toward quality, particularly toward 
quality in science instruction, was accentuated by Russian 
scientific advances in the later 1950's. 
Some examples of the Commission's influence have been 
given, both as applying to education in general and to music 
in particular. 
CHAPTER VI 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
The purpose of this study has been (1) to investigate 
the National Education Association's attitudes toward music 
education, as enunciated by committees, councils, and com-
missions whose official assignment has been to speak compre-
hensively on purposes and values in public education; (2) to 
relate these attitudes to the Association's views on demo-
cratic education in general; and (3) to consider the impli-
cations of such attitudes and relationships for music educa-
tion. 
Relevant primary sources have included the following: 
the numerous annual Proceedings of the National Education 
Association from its beginnings in 1857 to 1959; documents 
the critical nature of which warranted separate publication, 
such as the Report of the Committee of Ten, of 189~; and the 
several dozens of pamphlets and books of the Educational 
Policies Commission appearing from 1935 to 1959. Secondary 
sources have been of three general types: (1) those re-
lating to method in historical research in education, (2) 
those dealing in a number of ways and from a number of view-
points with the confrontation of educational theory with 
democratic principle, and (3) those addressing the work of 
the National Education Association in an analytical or 
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critical manner. 
In this final chapter, a short summary of material 
from previous chapters will be given. Thereafter will fol-
low the conclusions of the study and certain recommendations 
pointing toward further research. 
I. SUMMARY 
From its founding in 1857, the National Education 
Association looked with favor upon the subject of music, or 
to be strictly accurate, upon vocal music as it applied to 
the elementary schools. During the last half of the nine-
teenth century (taking 1889 as a nodal point), studies 
showed that something like one-half of existing school sys-
tems gave systematic instruction in vocal music, that atti-
tudes of administrators were affirmative, and that, there-
fore, the future of music education seemed assured. 
But music was not regarded as primarily an artistic 
or aesthetic experience; rather, it was seen as contributing 
to what were considered useful ends: improved moral charac-
ter, better classroom discipline, experiences of an object 
(under object-teaching methodology), and development of the 
mental faculties. Drawing's function was also interpreted 
in terms of use, its application being particularly suitable 
to the needs of industry. 
Therefore, the fine arts were not to be taught as art 
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for art's sake; in the pages of the annual Proceedings there 
was little curiosity concerning the artistic experience as 
such, and even less preoccupation with aesthetic theory. 
Not intrinsic, but extrinsic, values were sought and ex-
ploited. These extrinsic {or instrumental} values were 
habitually embraced, during the nineteenth century, by music 
educators themselves. 
The Committee of Ten on Secondary Education of 1894 
gave little attention to music, but by its very omission 
served to draw constructive attention to that subject as it 
applied to high school curricula. The Committee's Report 
dramatized the growing conflict between the traditional 
college-preparatory curriculum, which it represented, and 
the purposes of an emerging institution conceived along more 
egalitarian lines. The latter institution was to win out, 
and carry music into the curriculum as part of the spoils. 
But the character of the high school did not change 
overnight, and music's place within it was not clarified for 
some time. Not until 1918, when the Commission on Reorgan-
ization of Secondary Education proclaimed the Seven Cardinal 
Principles of secondary education, did music find a clearly 
defined place, not only in high school, but, by extension, 
in the elementary school as well. Music's role was to be 
primarily a contributory one to the Cardinal Principle: 
~uorthy Use of Leisure." It was to lead to enjoyment, to 
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enrichment of personality through active involvement in 
musical activities, and (together with the other fine arts) 
to valid emotional, as opposed to narrowly intellectual, 
experiences. 
As a comprehensive organization, the Commission was 
not willing to go much further than this, but its music sub-
committee, under Will Earhart, extended the concept to in-
clude moral, qualitative, aDd appreciative implications of 
music education, as well as to spell out courses or study 
for students of varying degrees of talent and interest. 
In the expansion or the curriculum after the first 
World War, music played a larger and more varied role, par-
ticularly in junior and senior higa schools. Due in large 
measure to the Cardinal Principles, the subject was more 
sturdily undergirded, philosophically. Throughout the 
1920's, therefore, music educators were able to extend 
their activities to an extent previously unknown in the 
history of American education. 
The economic exigencies of the Great Depression 
brought about a strong retrogressive effect to the whole 
of American public education. Music's place in such a con-
text was questioned; indeed, the entire curriculum was per-
force examined in terms of the '-rest essentials. 
In this situation, the Educational Policies Commis-
sion was born. During the years 1937-1941, this group gave 
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most of its attention to problems of values and objectives 
of American public education. Its three important publi-
cations of the period tended to extend rather than refute 
the sociological concepts of the earlier Cardinal Princi-
ples, and, so far as music and the other fine arts were con-
cerned, to establish an even stronger case than had existed 
before. Thus, ~ Unigue Function of Education ~American 
Democracy of 1937 purported to interweave the fine arts into 
all the practical and technical arts, in order to keep alive 
the imagination and aspiration of the race, and the Purposes 
2! Education in American Democracy of 1938, while retaining 
the socio-recreative arguments for the fine arts, upheld the 
aesthetic as an important separate category of experience. 
The Educational Policies Commission assigned the fine 
arts only a narrowly social, morale-sustaining part during 
World War II. Once the war was over, it reinstated these 
subjects in the curriculum and emphasized appreciative 
aspects more than ever before. There was, in fact, during 
the 1950's a tendency to dwell upon quality in many areas, 
as the Commission dealt with matters like spiritual values, 
mass communications, and scientific needs. 
However, this very real concern for quality has thus 
far been largely limited to discussion of superior teachers 
and students, class size and per-pupil cost, and method-
ology; the "social faith" of democracy still imposes effec-
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lute excellence in course content. Consequently, the Com-
mission still officially stands by a relativistic position 
in matters of content quality, and still depends on the 
widest practicable social context to determine what shall 
be called excellent. 
II. CONCLUSIONS 
Several conclusions may be drawn from the study which 
may shed some light upon music's place in the American pub-
,., 
lie school enterprise. ·• Doubtless, some of these conclusions 
---------· 
will simply corroborate from another angle of vision matters 
already known; others, it is expected, will find their first 
formulations in these pages. 
Influence of Association Policy-Stating Groups upon 
American Music Education 
Association-sponsored pronouncements have not been 
made in a vacuum, so far as music education is concerned, but 
have had a very real effect upon the subject. This is not 
to say that all publications discussed in this study have 
had equal effect; obviously, some have been more influential 
than others. 
In recalling the more influential of these publica-
tions, it might be well to begin with one the effect of which 
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can best be described as indirect, namely, the Report of the 
Committee of Ten of 1894. This Renort did not include music 
in its various recommended high school curricula, except to 
indicate that administrators who recognized any educational 
value in the subject should find their own ways of incorpo-
rating it into their programs. Of course, this represented 
the traditionalist point of view, but it stimulated discus-
sion about music's possible functions in secondary educa-
tion, not only among liberals like G. Stanley Hall but also 
among the growing body ot those who hal begun to question, 
but had not yet broken with, the ways of the past, like 
James H. Baker. Thus, an indirect result was to contribute 
to that germinal type of evaluative curricular thinking 
which was to culminate in the Cardinal Principles and the 
greatly expanded concept of the curriculum which that state-
ment represented. 
The Commission on Reorganization of Secondary Edu-
cation's publication of 1918, the Cardinal Principles, does 
in fact provide an example of direct influence upon music 
education. In these seven famous principles, with their em-
phasis upon equality of opportunity, self-realization, and 
social improvement, music found ample justification. Tan-
gible results were a~ost immediate. These included the 
extending of the base of musical activities in schools, the 
introduction of high school electives in music, the growth 
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of thejunior high general music class, and the prolifer-
ation of instrumental and choral performing groups. Even 
the sentiments embodied in the later motto, '~usic for Every 
Child: Every Child for Music," may be traced back to this 
crucial period for their basis. 
In the 1930's, when a movement for retrenchment was 
under way and music's functions in the schools were being 
brought under the strictest scrutiny, the Educational Pol-
icies Commission helped keep the lines of communication open 
with the public concerning the subject not only by reaffirm-
ing the ideals contained in the Cardinal Principles but by 
broadening the claims for the fine arts. This was a time 
when democratic education was searching at the profoundest 
levels for objectives and values. The Commission, in The 
Unique Function£! Education in American Democracy of 1937, 
gave forceful and eloquent voice to arguments for retaining 
and strengthening the fine arts as part of education. These 
arguments, although concentrating upon social rather than 
aesthetic objectives, provided music educators with a power-
ful dialectical ally in their struggle to maintain their 
status in the curriculum. Moreover, these publications and 
others by the Commission have since entered the main stream 
of foundational thinking for music education, as in a recent 
book by Leonhard and House. 
Music Education's Progress as Recounted in Association 
Publications 
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The records of the various committees, councils, and 
commissions which have been the subject of this study do 
yield a sequential account of the shifting philosophical 
bases, methodologies, and contents of music education during 
the past century. Music's slow progress into the high 
school curriculum, particularly, is well chronicled; in 
fact, it is doubtful whether a more comprehensive and con-
tinuous account exists anywhere in terms of primary sources. 
The meaning of this statement should be made clear. It 
means that {1) the Association is the only national educa-
tional organization whose history extends over a hundred-
year period, (2) its policy-stating groups have necessarily 
been committed to a broad view of the curriculum, and so 
have dealt with the subject of musie as it related to the 
whole, and (3) its records are more concisely located and 
easily available than those of music educators, which are 
somewhat scattered. 
As for the elementary school, the same sources pro-
vide a very good account, although not necessarily a defin-
itive one. An equally valid historical review of usages and 
philosophical attitudes could be drawn from record~ like 
those of the Office of Education, the Association's Depart-
ment of Music Education, and the Music Educators {Super-
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visors) National Conference, organizations which have not 
strictly speaking fallen within the purview of this study. 
If any period were to be singled out for which these 
Association publications had an especially valuable contri-
bution to make to the history of American music education, 
it would probably be that contused but germinative period, 
1893-1918, which beaan with the Committee of Ten and ended 
with the work of the Commission on Reorganization of Second-
ary Education. The researcher investigating the develop-
ment of American music education during this or any other 
period of the past century would be well-advised not to 
overlook the contributions of the Association to a better 
understanding of the subject. 
Music Education's Status under Liberal as Opposed to 
Conservative Points of View within the Association 
On the record, music education has patently fared 
better under the liberal than under the conservative wing of 
the Association, if by "liberal" is meant the socio-scien-
tific orientation of people like G. Stanley Hall and John 
Dewey and organizations like the Commission on Reorganiza-
tion of Secondary Education, and if by "conservative" is 
meant the absolutistic, perennialistic approach to educa-
tion typified by the National Council of Education during 
the first half of its life. 
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Whether the experience of the Association in this 
matter provides an analogue to the totality of American 
music education has not been established, although a reason-
able hypothesis would be that it does. (Leonhard and House 
take a positive stand on a closely related point in equating 
music education with the rise of pragmatic philosophy and 
its off-shoot, the progressive education movement.) 
Several reasons why music's champion should be the 
liberal rather than the conservative wing may be suggested: 
(1) the conservative orientation of the nineteenth century 
was toward Latin, mathematics, and other intellect-centered 
subjects with long American tradition behind them (music had 
a little tradition in the elementary school, but almost none 
in the high school); (2) the conservatives were concerned 
with college preparation, and the credits or skills which 
were not viable in college were lightly regarded by them; 
(3) the liberals' emphasis upon activity in the educative 
process opened the way for music in its more experiential, 
active guises; (4) the liberals took an irreverent attitude 
toward traditional subjects and traditional values, pre-
ferring to encourage the development of new or altered val-
ues to meet the needs of modern society; and (5) the lib-
erals' pervasive societal thinking toward education opened 
the way for music in its broadest social applications. 
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This schema is a purely American one and does not 
purport to have universal connotations. That is, music edu-
cation is not necessarily bound to flourish under democratic 
social and political orders and to decline under authori-
tarian ones. Too many examples exist where music has been 
an integral part of rigid, tradition-encrusted curricula, 
as in Pericles' Athens and Confucius• China. 
Justification of Music by Instrumental Values 
The Association, in its century of existence, has 
repeatedly applied the principle of use in justifying 
music's place in American public education; that is, it has 
seen music as means (or as instrumental) in pursuing non-
musical ends. This utilitarian imperative, which in the 
nineteenth century was manifested under such headings as 
moral improvement, classroom discipline, and development 
of the mental faculties, has in the twentieth century taken 
a primarily social form. Like the earlier values, the 
social bases for music education stress qualities which are 
relatively indifferent to the aesthetic experience, per ~· 
It might be pointed out, as illustration of this 
premise, that Association policy-stating groups since 1918 
have spoken of not one but at least four social aspects of 
music education. These are nowhere codified neatly in pre-
cisely these terms, but tor the purposes of this study may 
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be called four components of the principle of social use of 
music education: 
1. Music ~ recreation. In this concept music is 
regarded as a form of play to be indulged in 
during leisure time. It provides enjoyment 
and may be considered constructive, since it 
contributes to individual and group well-being, 
provides an emotional outlet, and keeps people 
occupied with a socially-sanctioned activity. 
2. Music ~ social experience. Through music, 
people may take part in a common activity, 
subordinating their personalities to the group 
in the interests of the desired group effect. 
3. Music !!_ attitude-molder. Music may contribute 
to desired social attitudes, like patriotism in 
wartime, a communal glow at dinner-meetings, 
and enthusiasm at a school football game. 
4. Music !! enrichment 2! personal !!!!• This in-
volves the social concepts of individual dif-
ferences and of self-realization; that is, 
everyone is capable of having his life enriched 
by music, but in differing degrees and in a 
number of ways. Often when "enrichment" is 
mentioned in the musical context, there is a 
qualitative meaning. 
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It will be observed that in the first three of these 
components, there is no intrinsic necessity for concern with 
artistic quality. They are all fully operative without 
reference to music which is "excellent" in itself. Their 
musical desiderata may be defined purely in terms of func-
tion: i. e., music for inducing a patriotic attitude should 
be patriotic in its tonal and/or verbal referents. 
The fourth component, having to do with life-enrich-
ment, is the only one which carries with it a strong sugges-
tion ot a qualitative experience, namel~an experience in-
volving music that is excellent in terms of musical conven-
tions governing quality in music, as interpreted by a con-
sensus of informed and responsible persons. 
Of course, this view of excellence is an authori-
tative one, which may explain why the Association, through 
its deliberative committees, has often appeared to walk a 
tight rope between it and a relativistic view of artistic 
quality which relates more intimately with changing social 
needs, moods, and opinions. 
The Inconsistency of Association Policy-Stating Groups in 
Dealing with Aesthetic Experience 
The Association has never been quite at ease with the 
concept of aesthetic or artistic experience, per !!• In 
the nineteenth century an individual member would sometimes 
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speak up for it, but the majority of members was always most 
assured when it could speak of the fine arts in terms of 
useful ends. In view of the kinds of music these educators 
preferre4 to hear at their meetings, it can even be ques-
tioned whether they possessed any appreciable degree of 
musical taste. 
The same charge could with some justice be levelled 
against music educators of the period, who tended to reflect 
the dominant values under which they were allowed to oper-
ate. But there were enough music educators of unimpeachable 
musical and general culture, like John w. Tufts, to suggest 
that Association policy-stating groups, if they had made it 
a matter of principle when discussing music to include rep-
resentatives of that speoial area, might have been led into 
greater preoccupation with artistic factors in the music 
program. 
On one notable occasion during the past century, this 
did in fact happen. Music educators, led by Will Earhart, 
were invited to join in the deliberations of the Commission 
on Reorganization of Secondary Education (1913-1921). This 
collaboration had instructive results. 
The Music Sub-committee as early as 1913 laid down 
guide-lines which included such aesthetic concepts as beauty 
of tone, selection of the noblest literature and music 
appreciation. In its full report of 1917, the Sub-committee 
placed aesthetic values at the head of its list (other 
values discussed were the social, avocational, and voca-
tional). 
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The Commission as a whole, on the other hand, was 
concerned with reaching the widest possible number of chil-
dren and, through them, shaping society toward "nobler 
ends." Its concept of individual differences was one which 
allowed for adjustable content and adjustable goals, and was 
at its root hardly reooncilable with imposed ideals of 
beauty or aesthetic excellence. 
When the Commission's culminative report, the ~­
dinal Principles of 1918, appeared, it therefore represented 
a compromise in which music educators did most of the com-
promising. Aesthetic values were mentioned in passing, but 
the goals which were fashioned for music and the other fine 
arts were essentially social rather than qualitative, and 
were placed at the service of the cardinal principle, 
"Worthy Use of Leisure." 
The important thing about this experience, however, 
is that music educators participated actively and by demo-
cratic means in formulating broad educational principles 
which were to affect their own as well as other subjects. 
This welcome precedent has not been allowed to set the pat-
tern as a modus operandi, although the Educational Policies 
Commission has worked out a related approach in its use of 
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Consultants from various subject areas. 
The dichotomy in American music education, which has 
set quantitative social against qualitative aesthetic con-
cepts, made a dramatic early appearance in the records of 
the Commission on Reorganization of Secondary Education. An 
uneasy truce was arranged there. Subsequent Association 
publications, like those of the Educational Policies Com-
mission from around 1938, have deepened the split. The 
Purposes 2! Education in American Democracy resolved the 
matter into an either/or proposition, as has been seen. 
These two concepts ~ difficult to bring together, 
but they are not necessarily antithetical. The best and 
greatest of art is meant for interested and informed people, 
and there are no reasons intrinsic in art itself why large 
numbers of people should not respond to it. Publications 
of the Educational Policies Commission from the 1950's have 
recognized that relatively huge numbers of citizens have 
responded already, and this organization has even made pre-
liminary attempts to analyze factors related to the further 
dissemination of culture, like the commercialism of art and 
the uses and abuses of mass media. But there has been no 
inkling, in all its talk of quality and excellence, that the 
Association (speaking through the Commission) is as yet 
committed to any definition of quality in content or experi-
ence in the fine arts. It would do well to make such a 
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cammitment, with due cooperation of fine arts educators, as 
a service to those who look to it for guidance. 
Further, the Association might make a more consistent 
defense of the fine arts as part of the humanistic tradi-
tion. Its policy-stating groups have often paid lip-service 
to the value of the unique experience which the fine arts 
have to offer. This study has shown, however, that music 
and the other fine arts, considered as unique aesthetic ex-
perience, have not enjoyed what sociologists would call a 
deeply internalized position in the personalities of Asso-
ciation policy makers. 
Music educators could conceivably be forgiven a cer-
tain ambivalence toward the Association as a champion of 
their subject. It was, after all, an Association group 
which upheld the fine arts in the Depression's dark days, 
but it was the same group which summarily dismissed these 
subjects from the curriculum during World War II. Again, 
when the war was over, a strong case was made for the fine 
arts; then once more, with Sputnik, they were relegated to 
the background. 
In one sense, this shifting of emphasis perhaps 
arises from liberal versus conservative frictions within 
groups of the Association; in another, it represents a fail-
ure of fine arts educators to communicate the uniqueness of 
their subjects, for most of these policy-makers have been, 
lSO 
themselves, the product of the public school system. In 
still a third sense, it attests to the slow processes 
through which artistic values are assimilated into the na-
tional mores of a great democracy, carrying a numerical 
base immeasurably broadened in comparison with prior soci-
eties, and proceeding in large part through the medium of 
an educational system conceived as free, comprehensive, and 
universal. 
Since the time of the Committee of Ten, tremendous 
progress has been made in the quantity of fine arts instruc-
tion and consumption. The time appears to be ripe for re-
evaluating the aesthetic function in education and in daily 
life and for more attention to qualitative factors in music 
and the other fine arts. Policy-stating committees, coun-
cils, and commissions of the Association can and doubtless 
will, in the future, exhibit greater conviction in and 
firmer support of this aesthetic function and the quality 
of the experiences which contribute to it. 
III. RECOMMENDATIONS FOR ADDITIONAL RESEARCH 
Several areas have been touched upon here which de-
serve further study. Some of these may be listed below, 
with the thought that they might be suitable for graduate 
research projects: 
lSl 
1. The Association's Department of Music Education. 
This organization's contributions to the his-
tory of American music education need to be 
more thoroughly chronicled, for it has received 
relatively little attention. Sources are con-
cisely located (in the National Education Asso-
ciation's annual Proceedings). 
2. The Department of Superintendence and its 
relation to music education. 
One of the largest and most influential groups 
of the Association, the Department of Super-
intendence would make a fruitful subject for 
anyone interested in investigating the admin-
istrator's point of view over a long period. 
Primary sources are most plentiful. 
3. Music !g rural schools. 
Some work has been done here, but more is 
needed. Account should be taken of the Asso-
ciation's publications on the subject. 
4. Influence of teachers' organizations upon music 
education. 
The present study has dealt with one aspect of 
this point, but it needs more thorough and 
systematic elaboration. 
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5. Influence £! 1h! Music Educators National Confer-
~ upon 1B! National Education Association. 
Doubtless the operations of influence are re-
ciprocal, and the child must have some effect 
upon the parent. It would make an interesting 
and valid problem to investigate such effect 
in this case. 
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